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ABSTRACT 

 
 

Grounded in Rosenblatt’s transactional theory and Pacific literary theory, this 

qualitative case study looked at Chamorros teachers’ responses to contemporary fiction 

books as a way of exploring cultural authenticity within a recently emerging genre of 

children’s books.  Nine teachers read and responded to eight books that presented a 

variety of character types, settings, and social issues related to the island of Guam.  

Guided by three research questions, this study explored what artifacts, images or 

depictions reflected the lived experiences of the contemporary Chamorro people. 

Data (transcripts of interviews, literature discussions and participant-generated artifacts) 

was collected from teachers in a professional development course on children’s literature 

and from individual meetings. Using inductive analysis, the teachers’ responses were 

examined for recurring themes, concepts and words that focused on their personal 

connections with the books, their cultural understandings, and their perceptions of the 

portrayal of the Chamorro culture.   

The teachers’ connections drew attention to the ways in which they attempted to 

use their knowledge about the Chamorro culture to make sense of the stories they read.  

The teachers’ responses to the stories demonstrated that they were making connections to 

those representations that emphasized and honored their Pacific identity, such as the 

extended family and how certain traditional practices symbolize the resiliency of the 

Chamorro people.  They also demonstrated how rich cultural images served as prisms 

that revealed layers of cultural understandings.  Finally, the teachers’ responses revealed 
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that their decisions regarding the authenticity of a book were mediated by their personal 

senses of culture as well as by a communal ideology.   

Not only does this study highlight culturally appropriate representations of the 

Chamorro people, it also sheds light on the relationship between cultural elements in a 

story and a culture’s value system, and how these two influence the meaning that a reader 

finds within the story.  By highlighting how readers home in on the subtleties of cultural 

depictions, this study demonstrates how the issue of cultural authenticity can best be 

understood as a complex matrix of cultural images, a community’s value system and 

personal experiences.   
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Let me share this with you …  

 

.At one time in history, the Earth was covered with water and man had no 

place to live.  At this time, there were giants who had great powers and could use 

them to change the planet’s surface.  Two of these giants were Puntan and Fu’una.  

Puntan, getting very old and wanting to do something great before his death, 

called his sister Fu’una and explained to her what he wanted done with his body.  

She would have little trouble in carrying out his wishes because she would receive 

his magical powers.  

After his death, Fu’una did as her brother had commanded.  With the aid 

of his sister, Puntan’s body changed the planet.  His eyes became the sun and 

moon.  His eyebrows were turned into rainbows of beautiful colors and his breast 

became a colorful sky.  His back formed the island of Guam.  … 

Using these magical powers, [Fu’una] then mixed the red earth of Guam 

with the seawater and created a great rock.   She divided the great rock into small 

stones and tiny pebbles.  It was from this that the people of Guam came into being   

(Excerpt from Legends of Guam, 1981).   
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CHAPTER 1: LIFE ON PUNTAN’S BACK 

 

This study looks at depictions of the modern life and culture of the Chamorro 

people.  The Chamorros have developed a complex culture that has ties to Pacific, 

Western and Asian peoples.  This chapter provides an overview of the history of Guam 

(the home island of the Chamorro people) and the people of Guam, highlighting events 

that have shaped the indigenous population’s cultural identity.  In doing so, this chapter 

not only serves as an introduction to Guam’s indigenous people, but also provides a 

cultural context in which the participants’ comments can be viewed.  

The Modern Island of Guam 

The Mariana Islands are comprised of fifteen islands of volcanic origin that form 

an arc-shaped archipelago spanning approximately 400 miles in the western Pacific 

Ocean.  Located at 13.28° N latitude and 144.47° E longitude (Guam, 2008), Guam is the 

largest and southernmost island in the archipelago.  By modern standards of travel, Guam 

is approximately eight hours by airplane west of Hawaii or three hours east of Japan and 

is best known to the world as a tropical vacation destination for Asian tourists, as a World 

War II battle site for history enthusiasts, or the infamous haven for the dreaded brown 

tree snake (boiga irregularis).   

Physically, the island of Guam is divided into three distinct topographic regions 

with volcanic rock and limestone marking its northern plateau, an irregular area of 

geographic features delineating the central region of the island, and coastal settlements 

and agricultural land comprising its southern region (Karolle, 1988, pp. 86-89).  Despite 
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its small land mass of approximately 225 square miles, Guam is a “high island” with an 

uneven land surface area which allows an individual to “live and work for long period of 

time on [the island] and see very little of the ocean” (Karolle, 1988, p. 88-89).  It is home 

to approximately 175,877 people, with the largest cultural group being the island’s 

indigenous people, the Chamorros, who comprise over one-third the island’s population.  

Given the island’s geographic terrain and the existing land tenure, approximately 

seventy-eight percent of Guam’s population resides in the northern and central reaches of 

the island (U.S. Bureau of Commerce, 2003). 

Today, the people of Guam regularly describe the island (and their place in it) 

according to its geographical regions: North, South and (the lesser used) Central.  Each 

region has its unique “personality,” or the characteristics for which that region is best 

known.  The North is home to Andersen Air Force Base, private beaches, the nature 

preserve at Ritidian, as well as the villages of Dededo and Yigo.  The Central region is 

best known for housing the capital of Hagåtña (formerly known as Agana) and the 

island’s tourist district of Tumon Bay.  Interestingly, even though it contains the island’s 

seats of government and economy, it has been my observation that residents from this 

region are more likely to refer to their village names1 and local place names than to the 

term “Central.”  In contrast to the marked development in the North, the southern reaches 

remain much as they did almost a century ago—primarily agrarian family lands 

punctuated by village centers which have the church, mayor’s office and mom and pop 

stores.  A drive through the southern villages illustrates how the villagers have 

                                                 
1 Asan, Maina, Agana Heights, Sinajana, Tamuning, Barrigada/Tiyan, Chalan Pago, Mangilao (my home 
village), Tumon, and the tri-village area of Mongmong/Toto/Maite 
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congregated on the coastal lands, building their homes close to the water and leaving the 

hilly regions primarily as agricultural lands.  With these distinctions, the South is 

considered to be a stronghold of the Chamorro culture. 

History’s Effect on Guam and Its People 

 
Guam’s geographic location has made it a strategic point within world history, a 

fact that has contributed to the changes in the composition of the island’s inhabitants as 

well as to changes in the native island culture.  Scholars have used these associations to 

categorize the island’s historical periods (Souder-Jaffrey, 1992, p. 7).  Theresa del Valle 

(1979) delineates Guam’s social and cultural history into three distinct periods: the 

indigenous or pre-contact period; the traditional period (1850-1944) when a 

neoChamorro community emerged and local culture showed signs of being influenced by 

western ideologies; and the modern baseline era (1944-1979) which encompassed the 

postwar period of reconstruction and development of present day culture.  While her 

study sufficiently described Guam’s context in the 1970s and early 1980s, today it falls 

short of completely capturing the modern context because her study was completed on 

the eve of the Chamorro movements of the 1980s and 1990s.  Iyechad’s (2001) very 

comprehensive outline supplements Del Valle’s organization by separating the postwar 

reconstruction with its pro-American sentiment (Post-World War II: 1950–present) from 

the period of cultural awareness and political activism that began in the 1980s and 

persists today (Guam’s Quest for Commonwealth: 1982–Present)2.  Blending Del Valle’s 

                                                 
2 It is interesting to note that the two categories run concurrently instead of one succeeding the other.  This 
interesting fact is important because it illustrates the dichotomous nature of social influences: as local 
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and Iyechad’s headings provides a fuller picture of Guam’s history by using terms that 

allude to the Chamorro cultural understandings as well as those that further define the 

connection between historical events and the island’s social and cultural practices. 

Indigenous: Period of Pre-contact (Unknown - 1668) 

While the origins of the first inhabitants and settlement patterns of the Pacific 

Islands are still being debated within archaeological circles, most scholars believe that 

seafaring voyagers settled the Mariana Islands by at least 1500 b.c.e., more than 3000 

years before Western contact (Spoehr, 1957 in Russell, 1998, p. 39).  First contact with 

the Western world occurred in 1521 when Ferdinand Magellan’s three-ship expedition 

anchored off the shores of Umatac, Guam to take on provisions while searching for a 

transpacific route to the Indies.  Antonio Pigafetta, a member of this voyage, described 

the brown people in vessels with triangular-shaped sails who approached their ships as 

being “without any shyness … and with the same boldness … took what they came 

across as if it were theirs” (Levesque, 1992, pp. 249, 251).  Because of the ancient 

population’s willingness to trade, Guam quickly became a routine provisioning stop for 

the Spanish galleons en route to the Philippine Islands.  These provisioning stops had a 

two-fold effect on the island’s history: first, it paved the way for westernization; and 

second, it created a written history of the first culture contact period when passengers and 

crew wrote of their interludes, capturing glimpses of the indigenous lifestyle prior to 

westernization.  Because most of the oral traditions that contained the history of this era 

have been lost to time and change, what is known about the pre-contact period of Guam’s 

                                                                                                                                                 
politicians and Chamorro cultural groups push for more control over the island’s progress, the island 
continues to be shaped by Western powers.   
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history has been constructed from accounts written by Pigafetta, that of other western 

explorers, as well as from the logbooks of merchant vessels on the Manila Galleon route. 

By the time first western contact was made, the ancestors of the modern day 

Chamorros had developed a subsistence economy governed by a stratified social class 

system and a complex system of reciprocity.   Historically, it has been believed that the 

ancient Chamorros subscribed to a highly stratified class system that perpetually kept one 

group in servitude to the two higher classes in society where “the noble class (matua) was 

assisted by the commoners (achaot and mangatchang), but the professions of the nobility 

were taboo to the underprivileged lowest class (mangatchang)” (Thompson, 1947, p. 49).  

In contrast, modern historians and anthropologists have recently suggested a different 

interpretation of this system:   

The preponderance of archaeological and historic data clearly suggests that 
Chamorro society was organized at the village level and comprised two or 
possible three general levels of relative rank.  High status individuals received 
special treatment from those of lesser ranking the form of respectful behavior, 
choice seating and special foods at gatherings and assistance with manual tasks.  
It appears highly probably that there were no chiefs who ruled over village 
confederations, entire islands or groups of islands, and chiefly powers appear to 
have been very limited in scope and geographical range.  The artifacts of the 
village were probably run informally by their respective chiefs (or principales as 
the Spanish called them) along the lines of an extended family which modern 
Chamorro is referred to as parentis.  Extended families “…[were] tied together by 
mutual obligations which involved the exchange of labor, food and other 
resources, the use of land and the ritual and ceremonial activities of [their] 
members” (Souder, 1992, p. 44) … (Russell, 1998, p. 147). 
 

In other words, recent historians have suggested that the class system within the ancient 

society was more symbiotic in nature and less of the impenetrable caste implied in early 

historical accounts.    
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By most accounts, ancient Chamorro society was matrilineal in which land 

ownership and clan membership were paramount in determining the structure of power 

and influence.   “[T]he Chamorros were grouped into matrilineal clans localized in 

hamlets and villages and organized into districts under local chieftains” whose power was 

determined by land rights and special prerogatives (Thompson, 1971, p. 49).  Clans were 

structured geographically with the more influential groups centered around Agana and 

less powerful clans radiating outward from the city and inland (Thompson, 1969; Driver, 

1989).  In other words, an individual’s right to power was determined by the mother’s 

clan affiliation, her position within that clan, as well as the clan’s influence as shown by 

its geographic location on the island.    

Even though the society was matrilineal in nature, this ancient people recognized 

the necessity for organization of power and labor.  Thus, a division of labor existed where 

men held authority over tasks dealing with the water as well as inter-island relations 

(such as warfare, canoe building, navigation and fishing) and women focused on 

domestic issues (childrearing, overseeing garden plots, weaving guafak mats) (Russell, 

1998, p. 148).  Even though men were directly responsible for inter-island relations, 

women held powerful positions in family decisions.  In fact, it was reported that a 

“husband did not dare give an order contrary to [his wife’s] wishes, nor punish the 

children, for she [would] turn upon him and beat him’’ (Russell, 1998, p. 150).  This 

balanced power structure was altered under the Spanish administration. 
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Traditional: Spanish Administration (1668-1898) 

The Mariana Islands became an official Spanish possession in 1565 but remained 

little more than a provisioning stop on the route between the Europe and Asia for 

approximately one and a half centuries prior to being settled by Spanish missionaries.  

Formal colonization occurred in 1668 with the arrival of Father Diego Luis de Sanvitores, 

who had successfully petitioned the Queen Regent of Spain to establish a mission to 

Christianize the “indios” of the Mariana Islands.  In its first year, the mission “baptized 

13,000 islanders and gave religious instruction to 20,000 catechumens” (Carano & 

Sanchez, 1964, p. 66).  This unbridled success was short-lived as the Chamorros realized 

that these new customs were infringing upon their own cultural beliefs and social 

customs (e.g. ancestral worship was abolished; the makhanas were denounced as spiritual 

leaders; baptisms of the manachang allowed people from the lowest class to attend the 

same church services the higher classes; and the bachelors houses were closed down 

because they allowed unmarried men and women to consort with each other).   

Consistent disregard by the Spanish missionaries for local customs led to a series 

of uprisings and subsequently to the Spanish-Chamorro Wars in 1672.  For almost three 

decades, the Chamorros and Spaniards fought vehemently over the administration of the 

islands before a pause in 1681.  By 1681, the island’s service to the galleon trade had 

been jeopardized by the intermittent fighting and by disease.  To remedy this problem, 

Antonio Saravia was sent to Guam as governor to end the fighting and save the colony 

for the empire.  Saravia’s compromise appointed indigenous leaders to administrative 

posts when they pledged their allegiance to the king of Spain.  Although his tenure as 
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governor lasted only two years and fighting resumed with the arrival of the new 

governor, it is during Saravia’s tenure that acculturation began as “islanders began to take 

the manners of the Spaniards and to adopt [Spanish] customs” (Carano & Sanchez, 1964, 

p. 80).  By the time the Spanish-Chamorro wars ended in 1695, Guam’s society had been 

altered by: 

• The establishment of the first permanent white settlement in Guam; 
• The replacement of an ancient religion by Christianity; 
• The reduction of strength of the Chamorros to the point that they could not resist 

the Spanish; 
• “The beginning of the growth of a new people in Guam” due to the “near 

annihilation” of the native population (Carano & Sanchez, 1964, p. 86).  
 

Thus, the Spanish-Chamorro War served as a turning point in the island’s political history 

and the genealogy of the Chamorro people. 

 Upon claiming victory, the Spanish government implemented administrative and 

social changes that created a new social order.  First, the governor was given full control 

over all civilian and military matters as well as oversaw the island’s judicial system and 

treasury (Rogers, 1995).  In effect, the Spanish had replaced the pre-contact system of 

clan governance.  Next, the Spanish government gradually offered incentives to influence 

social change among the indigenous population.  By 1793, the privilege of high-ranking 

clans holding small government offices had been rescinded and given to those natives 

those who could show their Spanish loyalty through the use of the Spanish language.  

“This allowed men of the lower class to be admitted to colonial positions, which gave 

them high social prestige, to the exclusion of those of higher rank who did not speak it” 

(Thompson, 1969, p. 59).  Similarly, marriages between Spaniards and local women 
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changed the clan structure and created two social classes consisting of the mana’kilo, the 

descendents of Spaniards and the women from the high ranking clans, and the 

manakpapa, primarily landless people of pure or predominantly Chamorro ancestry 

(Rogers, 1995).  Finally, changes in the clan structure allowed for the private ownership 

of land instead of communal ownership of ancestral properties (Rogers, 1995, pp. 74-75).  

The Spanish had established a patrilineal inheritance system in which land was passed 

from father to son.  By doing so, individual males became the landowners, supplanting 

the traditional system in which land usage and clan decisions were influenced (if not 

determined solely) by the clanswomen.  Thus, just as the baptism of all Chamorros 

regardless of class by early Spanish missionaries introduced change into the social 

prestige of certain Chamorros, these types of actions contributed to changes to the frame 

of the indigenous social system.  

During the 17th and 18th centuries, Guam’s population became centralized into 

village settings due to the effects of the Spanish-Chamorro War, natural disasters, and 

epidemics. Historians describe how natural disasters3 and various epidemics4 drained the 

war-weary Chamorro and Spanish populations to a fraction of its pre-conflict size (Levin, 

2005; Levesque, 1992; Rogers, 1995; Sanchez, 1991; Underwood, 1973).  By 1698, the 

Chamorros of the Marianas endured two sets of reducciónes, or forced relocation 

programs, with the first concentrating Guam’s inhabitants into five selected villages and 

the second relocating inhabitants from the northern islands to Guam and Rota.  One 

unusual outcome associated with these events was the need to import people into the 

                                                 
3 typhoons were reported in 1670, 1671, 1689 and 1693 (Rogers, 1995) 
4 measles in 1683, flu in 1689, 1700-01, smallpox in 1779 (Rogers, 1995; Lévesque, 2002) 
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Marianas in order to stabilize the population.  Levin (2005) explains that during the 

period of 1710 to 1830, history sees a shifting of bloodlines as the numbers of pure 

Chamorros decrease and the numbers of its mestizo population rise.  Another result of the 

development of village life was the establishment of Christianity as a part of the 

Chamorro’s everyday life because centralization gave the clergy the opportunity to instill 

Christian values among the native population through Sunday sermons and weekly bible 

studies (Lévesque, 1992, v.7, p. 313).  

Because the Spanish ideology focused primarily on land tenure and politics 

outside the home, Chamorro women still controlled the upbringing of children and issues 

of domesticity.  As early as the 1690s but as late as the 1940s, young married Chamorro 

women oversaw the family’s religious practices and domestic matters such as 

childrearing and finances (Lévesque, 1992; Thompson, 1947).  That distinction 

demonstrated that the Chamorro population adopted Spanish and Filipino manners and 

customs in public but they maintained their Chamorro customs in the home.  

Traditional: U.S. Naval Government (1898-1941) 

In 1898, Guam became a possession of the United States through the Treaty of 

Paris and was soon after placed under the direct control of the U.S. Navy Department.  

Over a period of forty years, twenty-eight Naval officers were given the dual role of 

governor and naval commander of the island.  Rogers (1995) claims that the average 

Chamorro found very little difference between the system of government under the U.S. 

Naval administration and Spanish military rule, except for “the imposition of the English 

language and a more socially benevolent administration” (p. 128).   
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Although the treaty made claim to the land, it lacked a provision that clearly 

stated how the native inhabitants were to be dealt with in terms of citizenship.  In spite of 

this oversight, the Naval governors took steps to create an American society on Guam 

soil.  As a way to establish this American community, the Naval government sought to 

eliminate “anything Spanish” in the public domain and to improve the living conditions 

of the local population.  By 1903, several executive orders were drafted that focused on 

establishing a compulsory education for children between the ages of eight and fourteen, 

fostering a literate adult population, and swearing an allegiance to the United States 

(Palomo, 1987; U.S. Navy Dept, 1905). Other executive orders sought to supplant the 

Spanish laws and customs with American ones, such as the edict that dictated an 

individual should be able to create a signature that is free of embellishment (Leary, 

1900); another that renamed the official titles of village officials (Rogers, 1995); and, an 

executive order that officially decreed that children would carry their father’s surname 

rather than their mother’s as was customary during the Spanish administration 

(Thompson, 1969).  Slowly, the island’s inhabitants became “American” in their 

mannerisms and civil law even though they were not legally American citizens.  

Believing the island to be in a deplorable state, various Naval governors took 

steps to upgrade the island’s quality of life by improving the physical infrastructure 

(roads), instituting medical/public health services, and establishing an American lifestyle 

through museums, movie houses, and fraternal organizations.  Another method of 

establishing an American lifestyle was by separating the Church from the State.  In order 

to minimize the power of the Catholic Church, the Naval administration deported the 
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Spanish priests as well as enacted executive orders that prohibited religious instruction in 

public school and religious processions.  This separation paved the way for Protestant 

missionaries—specifically Congregationalists who based their mission teachings upon 

“the attributes of individualism, hard work and self-sufficiency” (Pesch, 2001, p. 93)— to 

establish a mission house in Guam, thus presenting the first major challenge to the 

Roman Catholic faith since the Spanish-Chamorro Wars.  The presence of Protestantism 

on island had significant implications on the local community.  In terms of family 

structure, the news of conversions of family members caused rifts in family unity in the 

mildest cases.  However, more extreme cases, the Chamorro converts found themselves 

disowned by their family and without their traditional support system (Forbes, 1997; 

Pesch, 2001).  Within the village community, congenial neighborhood relations were 

spiked by moments of discord as Catholics and Protestants learned to live together 

harmoniously. 

During this period, the Naval administration also planted the seeds for two 

changes that did not take hold until after the Second World War: English as the de facto 

language and a market economy.  Various governors attempted to make English Guam’s 

official and de facto language.  Public decrees prohibited the use of Chamorro in public 

places in 1914, in government offices in 1917, and at schools by 1922 (Rogers, 1995).  In 

spite of these decrees, Guam’s native population remained a diglot community in which 

English was used publicly and Chamorro was used in the private domain.   

Similarly, the Naval administration also took strides to establish a wage economy 

in order to develop the independence of the individual.  Taxes were levied on real 
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property and on luxury items such as automobiles and cameras.  Naval governors and 

other officers promoted work outside the homestead and church as ways to seek personal 

fulfillment and economic prosperity.  By 1919, approximately one-third of the island 

population was employed as laborers for the government but this program was discarded 

when this shift in employment resulted in significant islandwide food shortages 

(Natividad, 1996).   

Being careful not to open the island up to a foreign takeover of land, the Naval 

governors encouraged Japanese merchants to provide economic services once provided 

by Spanish merchants, which solidified the idea of a market economy (Rogers, 1995).  

Slowly, local families also began establishing their own businesses, including a soap 

factory, a photography studio, a beauty salon, two movie houses, several import stores 

and general mercantile stores.  By November 1941 (the month before Guam was taken by 

Japanese forces in World War II), approximately twenty-two advertisements in Guam’s 

newsmagazine, the Guam Recorder, were for business whose proprietor bore a Chamorro 

surname.  However, because the majority of the island population still relied upon 

farming and fishing for their livelihood, the Chamorro lifestyle remained relatively 

consistent under both the Spanish and early American governments (Natividad, 1996).  

Modern Baseline: Return of the US Naval Administration (1944-1950) 

While the wartime occupation years—December 1941 to August 1944— had 

Guam as a prefecture of Japan, the Japanese government had little lasting effects on the 

island.  Thus, the end of World War II marks the beginning of the modern baseline era on 

Guam.  Guam was liberated by the U.S. Marines on July 21, 1944 and immediately 
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placed the island under a military government.  Under this governmental structure, the 

new governor had “regional military authority and local civil power … far greater than … 

any prewar American naval governor” (Rogers, 1995, p. 208).  This power structure 

became a useful mechanism to influence changes in the island’s economic structure and 

land use plans which ultimately resulted in the modern Chamorro society. 

The postwar administration had to re-establish a U.S. government structure and 

rebuild the island.  While the prewar governmental structure was simple to resurrect, the 

rebuilding of the island itself proved more difficult because World War II destroyed 

entire villages and agricultural lands.  Significantly damaged by bombings, the island’s 

capital of Agana (now referred to as Hagåtna) was leveled after the war and literally 

rebuilt from the ground up.  “One of the first phases of reconstruction was to lay out a 

system of roads and sidewalks … in perfectly straight even squares in the fashion of 

modern American towns and cities” (Stevens, 1953 in Carano & Sanchez, 1964, p. 334).  

However, this pattern did not take prewar land tenure into consideration and caused 

decades-long confusion and disputes between original landowners and the U.S Navy.  In 

addition to rebuilding the villages, the new plan for Guam also included building military 

installations in various sections of the island using public lands as well as private land 

condemned through the Land Acquisition Act (Rogers, 1995, p. 214).   

Due to the enormity of the task, military contract laborers from the United States 

and the Pacific region had to be brought in to supplement the local labor force, a move 

that added to the multi-ethnic background of the island community and encouraged the 

establishment of English as the common language among different people. As a result of 
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the wartime destruction and planned redevelopment of the island, many people also 

found themselves displaced from their family homesteads.   

Natural disasters that occurred during this period magnified the effects of the war-

torn island and spurred the development of a market-based economy.  Just as the island 

was recovering from the war, Guam was hit by several severe typhoons that ravaged the 

island’s agricultural crops and hindered village reconstruction. Devastating typhoons that 

hit in rapid succession (1946, 1949 and 1950) marred the island’s fledgling agricultural 

cash crops to the point that emergency assistance and programs, including the creation of 

manual labor and clerical jobs, were developed to sustain the island’s growing population 

as it rebuilt its agricultural base (Carano & Sanchez, 1964).  In addition, the number of 

private businesses grew steadily and commerce began to thrive on the island.  As 

evidence of the rapid prosperity of the marketplace during the immediate postwar years, 

the total number of locally owned businesses grew from 300 in 1947 to over 1500 by 

1950 (Carano & Sanchez, 1964, pp. 327, 341).   

 During the late 1940s, Guam saw the first vestiges of the return of a civil 

government.  The Guam Congress, a unicameral board of local citizens established prior 

to World War II to assist the U.S. Naval governors on local matters, reconvened to assist 

in the island’s reconstruction.  Dissatisfied with the idea of returning to its status as an 

advisory board, the members of the postwar Guam Congress petitioned to become a 

working legislature and successfully gained that power in 1947.  However, the Guam 

Congress soon discovered these powers were no more than a token gesture.  Upon 

realizing that their quest for citizenship and self-governance required “its own shot heard 
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around the world,” the Guam Congress voted to walk out in protest on March 5, 1949 

(Hattori, 1995)5.  Finally, after years of petitioning the U.S. Navy, lobbying U.S. senators 

and one drastic act by Guam Congress members, the Organic Act of Guam was signed in 

1950.  The Organic Act granted U.S. citizenship to the native population of Guam and 

established a civilian government.   

Modern Baseline: Post World War II (1950-Present) 

With the passage of the Organic Act, Guam began to settle into its position as an 

unincorporated American territory.  As local politicians began the formidable task of 

organizing the new government, social welfare programs were set up to assist in 

education, agricultural, and economic development so that the island could become the 

portal to Asia.  First, education was given a priority with the expansion of the local 

curriculum and the age of compulsory education was increased to 16 years of age.  Post-

secondary education opportunities increased with the opening of the Territorial College 

of Guam in 1952 that allowed more islanders to earn a college education.  Next, the 

federal assistance package that created modern downtown Agana also shifted the 

majority of the island’s population away from their agrarian roots.  As part of these relief 

packages, displaced war victims6 and typhoon victims7 were provided with opportunities 

to relocate to housing developments in the northern and central regions instead of 

resettling on their family lands (Rogers, 1995, p. 209).  These developments created 

                                                 
5 For a comprehensive discussion of the walkout, see Hattori, A. (1995) “Righting civil wrongs: the Guam 
Congress Walkout of 1949” Isla: Journal of Micronesian Studies, 3(1): 1-27. 
6 As the island was being rebuilt, the two prewar cities were claimed by the military for other purposes: 
Agana was redistricted for the island’s government seat and Sumay was condemned for military use. 
7 Supertyphoon Karen in 1962 destroyed “over 90% of the island’s buildings and destroyed the island’s 
agricultural crops.  Typhoon Olive followed six months later to undo most of the post-Karen reconstruction 
(Rogers, 1996, p. 238) 
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Guam’s modern architectural landscape of “concrete slab structures that give the island 

its suburban look” (Stade, 1998, p. 92). 

Finally, the lifting of the security clearance requirement in the 1960s and the 

extended presence of military personnel provided the basis for the island’s tourism 

industry.  As more personnel arrived on island, the need for recreational activities and 

accommodations for visitors increased.   Both public and private industries attempted to 

fill that need with interesting results.  As the military attempted to acquire land for 

recreational use, the islanders became less tolerant of land condemnation and began to 

question the American presence on island.  By the 1980s, Japanese tourists (who were 

attracted to Guam as a quick tourist destination for short holidays or for an inexpensive 

Western-style wedding) replaced military personnel as the main source of tourism 

dollars.  Islanders lauded this industry as a way to replace the waning military funds that 

had sustained the island since the early 1900s.  However, Chamorros soon discovered 

how tourism taxed their own culture by encouraging island youth to learn about the 

Japanese customs and language rather than their own.  As a result, activists began 

focusing more on the Chamorro language as an important part of the indigenous 

community’s identity to combat the perceived importance of the Japanese and English 

languages to career advancement and economic prosperity on island.   

 Another major change that came about was the acceptance of English as the 

primary language.  While efforts to establish English began during prewar Guam, it 

finally took root in the postwar years.  At the onset of reconstruction, Naval officials 

were still touting the prewar mantra of English as the means to success, a stance that was 



 31

gaining popularity among the younger Chamorros who were earning a paycheck from the 

U.S. government and finding economic prosperity outside of the family unit.  In the 

prewar years, English was the official language of Guam by decree but after the war, it 

became the language of necessity because it was the one language shared by the local, 

military and imported labor communities.  Some Chamorros at the time also maintained 

that English was one way to show their “American-ness” as the islanders sought to gain 

U.S. citizenship.  By the 1960s, an English-speaking society predominated all facets of 

Guam’s life with American music, American television programs broadcast daily in 

addition to a daily newspaper, and monthly newsmagazines that reported on popular 

culture, local politics, and historical events (Rogers, 1995).  By the 1990s, Guam boasted 

numerous print publications (both English language and minority language publications) 

that served the interests of the island’s quickly growing multi-ethnic communities.  

Curiously, except for a few rare instances, Chamorro was, and still is, not used for printed 

articles despite the fact an official orthography exists. 

The westernization of the island and the rapid changes in the island’s local 

population due to influxes of migrant workers and military personnel caused alarm 

among the Chamorro leaders who feared the demise of the traditional Chamorro culture 

was at hand.  These concerns subsequently led to the implementation of the Chamorro 

Language Commission.  This commission, later renamed the Department of Chamorro 

Affairs, was tasked with revitalization of the Chamorro language and culture through 

public education campaigns.  
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While the Chamorros were becoming more concerned about the loss of heritage, 

they also became keenly aware of the political progress of Trust Territory of the Pacific 

Islands surrounding them. At the time, they questioned why, given its seventy-year 

allegiance to the United States, Guam was excluded from discussions on self-governance 

while the United States negotiated an agreement with the Northern Mariana Islands in 

1976 (Northern Mariana Islands, 2009).  As an unincorporated territory, Guam was 

eligible for federal appropriations, grants, and other social welfare programs; but could 

not control immigration to and from the island, negotiate shipping rights, or participate in 

federal elections.  These restrictions led some of Guam’s Chamorros to believe they were 

losing control over the direction of the island’s progress.  As such, island officials and 

local scholars began to more critically examine the island’s relationship with the United 

States.  By the 1980s, questions and struggles over land rights, Chamorro identity and 

cultural preservation all melded together under the quest for self-determination (Souder-

Jaffrey & Underwood, 1987).  

Modern Baseline: Guam’s Quest for Commonwealth (1982- present) 

 In light of the impact external influences had on Guam’s social fabric, “the 1970s 

marked the resurgence of Chamorro consciousness” (Perez, 1997, p. 150).  Local officials 

and grassroots activists set the current stage through the development of bilingual 

education programs (such as Title VII’s Kolehion Mandikiki), land legislation and 

political activism (Rogers, 1995; Underwood, 1987).  It was during this time that large 

groups of Chamorros began organizing for their political rights, a historical change from 

having a select group of people speaking on behalf of the community.  For example, the 
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Organization of People for Indigenous Rights (OPI-R) has been seen as a key player for 

the protection of indigenous cultural and political rights in the 1980s (Cristobal, 1993; 

Howard, 1993).  In the 1990s, the Chamorro Nation (now known as I Nasion Chamoru) 

convened to “promote Chamorro self-sufficiency” (Perez, 1997, p. 152).  Over the past 

thirty years, these groups have used personal testimony, cultural awareness programs, 

political office and even civil disobedience to shed light on Chamorro issues.    

As Chamorros seek to gain the control they felt has been lost, they are also 

embroiled in the task of discovering what characterizes “Chamorro” today.  As late as the 

1990s, Chamorros debated over whether or not those traditions that were introduced by 

western powers but were embraced by the Chamorro people should be considered 

Chamorro8.  These debates have not been completely resolved but some consensus has 

occurred in terms of preservation and revitalization.  In a 2004 roundtable discussion on 

cultural preservation, language was seen as the most essential cultural element because “i 

lengguahe [the language] convey[s] the meaning of Chamoru ways” (J. Garrido, personal 

communication, 2004).  In examining their identity, modern Chamorros have expressed, 

in various media, the pride they have in their ancestors’ resilience.  In the past thirty 

years, archeological artifacts have become the archetypes for modern jewelry pieces.  

Performance artists are creating chants and dances that pay tribute to the ancient people.  

It is also during this period where a large number of local scholars (Camacho, 1998; 

Flores, 1999; Hattori, 2004; Iyechad, 2001; Perez, 1997; Souder, 1992; Souder, 1995) 

                                                 
8 Stade’s Pacific Passages (1996) captures this struggle in the chapter “Chamorro Spirit”. Two groups of 
Chamorros, southern villagers on one side and central scholars on the other, debate what constitutes 
”authentic” and “tradition” as they deliberate over changing the name of “Discovery Day” (a holiday that 
has been celebrated in the southern village of Umatac for close to 100 years) to “Espiriton Chamorro Day.” 
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have focused their writings on how Chamorros have survived through four centuries of 

trials, struggles and atrocities through acts of resistance, adaptation and reinvention. 

This era focuses on a period of history in which the island’s Chamorros became 

divided in their loyalties.  On the one hand, it is a period in which the Chamorros 

recognized the United States as the island’s economic and social benefactor.  On the 

other, it is also the period of time in which they began to vocalize how the island’s 

association with the United States is negatively changing the island’s culture and social 

norms.  In short, this period encompasses a rapid succession of drastic changes to the 

island’s economic and political contexts that shaped the views, expectations, and 

perceptions of the modern Chamorro individual.  
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CHAPTER 2: INTRODUCTION TO THE STUDY 

Background of the Study 

 

My personal connection to the notion of children’s books as a way to portray or 

develop cultural identity began with a grandmother’s gift.  In 1995, my mother 

discovered the book Grandma’s Love on the shelves of a local bookstore in Guam.  After 

reading this picture book about a Chamorro grandmother passing on words of wisdom to 

her grandchildren, my mother bought the book for Katie, her first grandchild.  What I 

knew about this gift was that my mother wanted to show Katie how much she loved her 

and what she hoped for her granddaughter in the world because my mother knew they 

would not get to share their lives together.  At the time, Katie’s family was planning a 

move back to the mainland U.S. and my mother was battling cancer.  I later discovered 

that my mother (who was a Chamorro teacher in the 1970s) wished to pass on to Katie a 

sense of the Chamorro culture when I discovered my mother’s inscription to Katie was 

written in English and Chamorro—a language my mother rarely used in our home.  

While the Chamorro language was a part of my mother’s identity, she did not pass it on 

to us, her children, but rather gave us the opportunity to choose whether or not we wanted 

to learn the language and to make it a part of our Chamorro identities.  However, by the 

time she had grandchildren, my mother recognized the importance of sharing the 

Chamorro culture.  

 Within my professional career, I have been surrounded by volumes of works that 

spoke about life within the Mariana Islands but I did not really take notice of the stances 
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of these works until I came across a series of new publications printed by the government 

of Guam in preparation for a vote on self-determination.  The Hale’-ta works introduced 

me to the implications of multicultural literature and cultural authenticity long before I 

knew the terms or their purposes.  As a technical services librarian of a specialized 

collection of Micronesian related materials, I am responsible for selecting books for the 

collection and part of my duties is to assess books designed to teach Guam’s children 

about the island’s history and culture.  As I read through these Hale’-ta books, I became 

increasingly concerned about the seemingly biased perspective that these books were 

presenting towards the Spanish and American administrations.  At the time, I saw that 

these books tended to sidestep the positive influences of these foreign governments and 

focused on the negative implications these political bodies had on the island.  It bothered 

me that these books took a very antagonistic approach to the United States, an approach 

that was very different from what I learned while I was growing up.  While the facts 

presented were true, the text just did not feel like it was presenting my island properly nor 

did it represent what I believed.   

Shortly thereafter, I encountered a book by Mary C. Stevens entitled Marjorie and 

the Chamorros.  This quaint little book about a young missionary learning about her new 

Pacific home was a wonderful nostalgic read.  But, even as sweet as the story was and 

how the young missionary girl and a local girl become friends, the book did not feel right 

because I felt like the protagonist viewed her Chamorro neighbors as simple people with 

simple lives.  I remember thinking for days afterwards “that wasn’t what life for the 

Chamorros was really like, was it?.. It’s too plain, too simple.”  Finally, as a graduate 



 37

student, a classmate asked me if I felt that a newly released book, Keeper of the Night by 

Kimberly Willis Holt, was a good representation of Guam.  Even though I had been 

doing assessments and evaluations of materials to create a balanced collection for over 

five years by that time, I found myself feeling less confident in commenting on the story.  

While I had been reading and studying about teachers’ and parents’ influence on a child’s 

literacy and identity formation, her question hit home the idea that adults play a large role 

in a child’s sense of identity by their book choices.  This question revealed my 

responsibility as a parent, an educator and as a Chamorro to evaluate the authenticity of 

the books but it also revealed that the set of evaluative criteria I had been using was a 

good start but it felt inadequate when placed in the spotlight of “cultural expert.”  My 

classmate’s question started me wondering about what constitutes a culturally authentic 

book for the people of Guam and what depictions, portrayals, or representations do 

Chamorros expect to see in a book about them?   

Need for the Study 

 Children use books to enhance their perception of self and to develop respect and 

tolerance for others (Campbell & Wittenberg, 1980).  Because they are more likely to 

read (and thus learn from) a piece of literature that they can relate to, children tend to 

seek out books that reflect their sense of identity; books that represent or have some 

connection to their gender, religious or philosophical beliefs, geographic location or 

ethnicity.  Because literature plays a role in shaping a child’s perception of his or her 

world, it is essential that the icons, values, beliefs and lifestyles portrayed within the book 

are accurately represented.  Accuracy of portrayal has been linked to that child’s 
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perception of their place in society.  “Students who do not see any reflection of 

themselves or who see only distorted, [inaccurate], or comical ones [in literature] come to 

understand that they have little value in society… [and that] effect on their self-esteem is 

likely to be negative” (Bishop, 1997, p. 4).  Thus, these books not only provide children 

with new experiences but they also provide affirmation of their importance within society 

and, more broadly, within the world.  Therefore, it seems prudent for members of a 

culture to examine what literature says about their culture and, as a result, about their 

value in society.   

 A child’s sense of culture is developed through his or her experiences with a 

cultural group’s social customs.  Historically, the indigenous culture of Guam has been 

preserved because of the determination of the Chamorro women.  For over three 

centuries, in spite of the colonial governments’ efforts to eradicate the indigenous social 

customs, certain traditions and social customs survived because these mothers taught 

these customs to their children and grandchildren, instilling within them the importance 

of these customs to the Chamorro way of life.  In modern Guam, the government of 

Guam has sought ways to supplement this matrilineal role in order to ensure the survival 

of the indigenous cultural identity in the face of technological advances and the 

Americanization of the island’s children.  Over three decades, island educators have 

authored books to provide their student with books that reflect the images to which their 

students are accustomed (Foley & Petty, 1996) and that highlighted the importance of 

local history, culture and language (Lawrence J. Cunningham, 2002).  Therefore, it seems 
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that cultural instruction has gradually become a responsibility of both home and school 

environments.   

In his discussion on Canadian literature and education, Diakiw (1997) explains 

that there are “commonplaces in culture and identity, or shared values that most 

Canadians could identify” and that when these commonplaces are reflected in literature 

they become a powerful tool in forming a national identity (p. 36, 44-45).  In 2002, the 

Guam’s Depatamenton Fino’ Chamorro yan Kottura (Dept. of Chamorro Language and 

Culture, also known as Dept. of Chamorro Affairs or DCA) released Chamorro Heritage: 

Sense of Place: Guidelines for Establishing Authenticity for Chamorro Heritage and 

Culture as a way to help the community to become more cognizant of proper 

representations of the Chamorro culture.  This book became a starting point for outlining 

Diakiw’s “commonplaces” for Guam’s Chamorro community. While the guidebook 

included a section on literature, this section focused on the protection of intellectual 

property rights for traditional arts and ways of knowing in anthropological and 

ethnographical studies and thus provided little guidance for literary artists or literature 

scholars.  Around the same time, Marsh-Kautz (2002) conducted a study of Guam history 

books to examine the politics of representation within the island.  Her study found that 

secondary teachers and college professors felt more literature that covered modern 

historical events as well as contemporary social issues (e.g. sense of identity and self 

determination) was needed.  Additionally, Marsh-Kautz stated that because her study was 

limited to history books, further research in the island’s fictional literature was a 

necessary step in understanding the concepts of representation and authenticity for 
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Guam’s culture(s).  The guidebook on Chamorro heritage and Marsh-Kautz’s study 

constitute great strides in understanding authenticity within the context of the Chamorro 

culture.  However, their concentration on the traditional and historical aspects of the 

culture still supports a myopic view that encourages a stereotypical view of the culture 

(Wolf et. al., 1999) rather than the dynamic culture that modern-day Chamorros 

recognize.  It is within this context that an exploration of cultural representations within 

contemporary realistic fiction becomes pertinent. 

Statement of the Problem 

This work seeks to fill this void by looking at the responses of nine teachers of 

Chamorro ancestry to explore their initial impressions of children’s literature set on 

Guam and to determine which cultural concepts they found properly represented their 

island and their culture.   

Purpose of the Study 

The purpose of this study is to look at Chamorro teachers’ responses to 

contemporary fiction books that feature a Marianas Islands setting as a way of exploring 

cultural authenticity within a recently emerging genre of children’s books.  I wanted to 

investigate what facets of the Chamorro culture they identified and explore what artifacts, 

images or depictions within the text and illustrations reflect the lived experiences of the 

Chamorro people.  I was particularly interested in looking at how these cultural markers 

influenced their reading experience and the teachers’ sense of the island and the 

Chamorro culture.  Thus, three questions guided this study: 
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1) What cultural connections do Chamorro teachers make with the 
children’s books from Guam?  

2) What do these Chamorro teachers identify as the core values from these 
cultural connections? 

3) What are the teachers’ perspectives on how these books depict 
contemporary life on Guam and the core values of the Chamorro 
culture? 
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Culture Defined 

Within the anthropological literature, culture is a complex idea with an imprecise 

definition.  Before the turn of the twentieth century, culture was described as “that 

complex whole which includes knowledge, belief, art, morals, law custom and any other 

capabilities and habits acquired by man as a member of society” (Tyler, E.B., 1871 in 

Bennett, 2007).   However, during the twentieth century, anthropologists began 

conceptualizing culture so that it focused on patterns of thought or reasoning employed 

by a group of people (Kroeber & Kluckhohn, 1952 in Shweder, 2001; Lyman, 2008).  

With a set of ideals as its crux rather than specific customs, culture then becomes 

adaptive to new ideas so that it can “develop or evolve and accumulate over time” 

(Lyman, 2008, p. 1071). 

  Patty Jo Watson (1995) uses Renfield’s (1940) definition of culture—“an 

organized body of conventional understandings manifest in art and artifacts which, 

persisting through tradition, characterizes a human group”— to make explicit the 

connection between traditional values and art (p. 683).  Watson points out that art and 

artifacts are manifestations of culture and so are imbued with cultural meanings, an idea 

that Ian Hodder elaborated upon.  Hodder (1982, in Watson, 1995) purported that the 

artifacts reflected “the shared ideas” of the people who made them and that the symbolic 

meanings of these artifacts were “contingent on the social context, economic context, 

functional context as well as the purpose of the symbol” (p. 1072).  In this sense, artifacts 

(by which art and literature can reasonably be included) are cultural symbols whose 
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meanings evolve to reflect the community’s ideology “rather than [exist as] passive, 

rigid, or immutable reflections of culture” (p. 1072). 

  By summarizing the definitions put forth by leading cultural theorists in the past 

century, Shweder (2001) explains that culture  

refers to the community-specific ideas about what is true, good, beautiful, and 
efficient. To be ‘cultural’ those ideas about truth, goodness, beauty, and efficiency 
must be socially inherited and customary.  To be ‘cultural’ those socially inherited 
and customary ideas must be embodied and/or enacted meanings; they must 
actually be constitutive of (and thereby revealed in) a way of life (p. 3153).  
 

While this definition may give some illusion that culture is a static model, Shweder 

reminds that culture is a fluid entity that is subject to change over time.   More 

importantly, Shweder points out that it is also open to interpretation and acceptance by its 

members: 

[The idea of culture does not] necessarily imply the existence of in-group 
homogeneity in knowledge, belief, or practice … [It] does not imply that every 
item of culture is in the possession of or the consciousness of every member of 
that culture.  The idea of culture merely directs our attention as to what is true, 
good, beautiful, and efficient, that are acquired by virtue of membership in some 
group.  Not everything has to be shared for a culture to exist.  Members of a 
culture do not always agree about this or that, but they do take an interest in each 
other’s ideas about what is true, good, beautiful and efficient because those ideas 
(and related practices) have a bearing on the perpetuation of their way of life, and 
what they share is that collective inheritance (p. 3157). 
 

This definition seemed apropos for this study because it demonstrates that culture is 

comprised of common assumptions as well as diverse interpretations.  Shweder’s 

explanation also serves as an introduction to the Chamorro culture because it points out 

that while the Chamorro community as a whole may agree that certain values and ideals 

help to define the culture, the degree to which these values are practiced and upheld 

varies from household to household. 



 44

Chamorro: A Hidden Culture 

 
In her landmark ethnographic study of prewar Chamorros, Laura Thompson 

(1947) stated that even though the physical features and characteristics of the Chamorro 

people carry evidence of external influences, a unique people and culture still exist.  She 

reported that semblances of that culture were captured within some observable cultural 

traits, the social organization, and language of the Chamorro people but that the essence 

of the culture lay hidden within the people themselves (Thompson, 1947, pp. 288-289).  

Consequently, the Chamorro culture can best be defined through its enduring cultural 

practices and their underlying values.  

Cultural Practices 

It is interesting to note that despite over four centuries of continuous encounters 

with people with robust material cultures that certain forms of art did not develop more 

fully into physical manifestations of culture for the Chamorro people.  Instead, the 

Chamorro culture remained defined by the actions of the Chamorros people.  By that, I 

mean that the culture is not immediately recognizable by a particular visual 

representation, such as a specific form of art, dance, drama, or architecture.  Instead, 

Thompson (1947) demonstrated that the culture is observed or carried out primarily 

through the actions and behaviors of its members.  Some “observable traits” that 

remained intact (such as land use, architectural style, forms of recreation, and certain 

foods—rice, betelnut, fish) survived because they were directly tied to the community’s 

significant “habits of behavior” (p. 281, 284).  Her study goes on to explain how the 
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language acted as the cornerstone that held the significance of the actions and their 

underlying values. Additionally, the complex Chamorro social organization was, and still 

is, sustained by mutual obligations and privileges within the extended family, the power 

of women, and the continued observance of the structures of social class and authority 

(Thompson, 1947, pp. 281-84).   

At the time of Thompson’s study, the family was “composed of a man, his wife, 

and unmarried children, together with other close relatives such as grandparents and 

unmarried brothers and sisters who form a part of the household” who worked together to 

meet the everyday needs of the family (p. 51).  The family matriarch oversaw the 

everyday household and childrearing duties.  Under the guidance of their mother and 

older siblings, Chamorro children grow up learning obedience, respect and “the art of 

conforming to the requirements of the social system while [still] pursuing his own ends” 

(p. 252).   

As previously mentioned, the crux of the Chamorro culture lay hidden within the 

actions and attitudes of the individual, family and community.  The native Chamorro 

individual was expected to exhibit signs of ingenuity, wit, dexterity, adaptability, 

trickery, boisterousness, playfulness, and competitiveness (Thompson, 1947, p. 289).  

These personality traits were cultivated and admired because they worked well with the 

attitudes and values of the community.  At the community level, respect, collaboration, 

and cooperative attitudes were highly regarded traits because they helped to reduce the 

number of conflicts and increased the productivity of the group as a whole.  As such, 

“respect for authority … is instilled into the child from birth” and upon that trait was built 
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the hierarchical structure that governs a person’s adult life (Thompson, 1947, p. 287).  

This sense of respect encompassed honoring parents, living elders, ancestors, and civic 

leaders as well as taking pride and being loyal to the community.  As a whole, Thompson 

(1947) purported that hints of the Chamorro culture are displayed in a few tangible 

objects and in the social structure, but its essence remains hidden in the behaviors of the 

Chamorro people.   

In his study of Chamorros and Carolinians in Saipan, Spoehr (1954) found 

characteristics that were similar to Thompson’s findings on Guam.  Spoehr stated that the 

Chamorro culture rested on the “usages of family, farm, [and] church” and respect (pp. 

81, 136).   He explained that the modern Chamorro system consists of six characteristics:  

• a strong nuclear family that works together as one unit in the agricultural fields 
and in the maintenance of reciprocal exchanges  

• kinship terminology that reflects the importance of the nuclear family 
• a widely extended kinship system in which those up to, at least, second cousins 

are recognized and in which obligations of reciprocal exchanges fluctuates based 
on the nature of the event.  In other words, extended kinship obligations are 
enacted “primarily at times of crisis rites rather than in ordinary day-to-day 
living”. 

• formal acts of respects used to honor family elders 
• bilateral ties that replaced the ancient clan structure 
• The family and kinship structure and religion are closely intertwined because the 

celebration of fiestas bring the village community together and those connected to 
births, marriages or deaths are considered “obligations of family and kinfolk” 
Additionally, religious rituals helped to develop the compadrazco system, in 
which a familial relationship between a child, the parents and godparents is 
enacted (pp. 248, 317-20).   

 
As with Thompson, Spoehr discovered that the extended family was an important 

element in carrying out daily tasks, as well as those associated with special occasions.  



 47

He also reported that obedience to family and appropriate acts of respect were essential to 

the social system.     

 Spoehr noted that the system of names was in a state of flux due to the rapid 

change in administrations within a fifty-year period but that, at the time of his study, 

names of Spanish origins were predominant and Anglicized names were becoming 

popular.  Spoehr also noted the importance of nicknames within the society.  He 

explained that nicknames, instead of the formal names, were used among peers and with 

younger individuals in order to convey “affection” and a “greater feeling of friendliness” 

(p. 273).  He further explained that nicknames among elders were common with one 

modification: younger people would add honorific titles to the nicknames— Peppie 

became Tun Peppie, Bennie became Tan Bennie— so that the proper amount of respect 

was conveyed.  Thus, Spoehr’s study highlighted how the family structure was extended 

but had control systems that allowed the members to remain intimately or closely 

associated with one another. 

In her ethnographic study of a southern village on Guam, del Valle (1979) looked 

at social and cultural changes among the Chamorros by comparing two periods of 

Guam’s history.  While villagers identified “hospitality, strong family ties, friendliness, 

slow pace of life, unity and cooperation from the community” as those factors that 

“characterized traditional Guam,” del Valle narrowed her focus to the concepts of 

social/kindred relations, economic factors, land tenure and land use (p. 27).  Her 

discussions on the social and kindred relations are of interest to this study.  Del Valle 

explained that the modern Chamorro family usually consisted of two to three generations 
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of relatives who live, at least, in close proximity to one another and assisted each other in 

“kindred obligations”, including: 

• visiting relatives on Sundays and special occasions;  
• expressing respect to elders; 
• supporting (e.g. financial, goods, services) extended family members in times 

of need, e.g. seeking employment; 
• participating in planning, preparing or carrying out events connected with: 

death, marriage, christening, nobenas, fiestas, etc.; and  
• providing financial support through ika (money given at the time of a family 

member’s death) or chenchule (p. 42). 
 

She also determined that differences in kinship relationships (specifically how closely 

related the individual is to the relative, as well as how regularly the relative has assisted 

the individual) determine the types and levels of obligations a Chamorro individual has to 

others in the network.    

In explaining how the kindred relationships spill over into the community 

network, del Valle (1979) suggested the fiesta was important in maintaining both social 

and kindred networks because it fulfills two functions.  First, it provided an opportunity 

to “measure household ties with people from neighboring and distant villages” (p. 35).  

Second, it “reinforced interaction between households within the village” (p. 36).  In 

other words because this type of event is time and labor intensive, the fiesta became an 

instrument by which the family measured how well they supported others by examining 

the amount and types of reciprocal support they received from relatives and friends.  In 

her discussion on the events associated with death, del Valle illustrated how the close 

physical proximity of family members not only encouraged social interaction on a regular 

basis but also the sharing of resources (such as land and kitchen facilities).  Further, del 
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Valle’s study illustrates ways in which the traditional exchange system remained intact 

even after the development of a market-based economy.   

More recently, Iyechad (2001) examined the changes in the helping practices that 

take place in the rituals of life—births, marriages and deaths— within the Chamorro 

community.  In her study, she discovered that the concept of interdependence remains an 

important and vital part of the modern Chamorro culture but that the systems of 

reciprocity (chenchule) that make up this interdependence have changed.  The growth of 

a cash economy altered the emphasis of exchanges from goods and services to monetary 

support.  However, even though the chenchule system has become more monetary based, 

Iyechad’s participants emphasized that the sharing of time and resources was more 

important to them than the sharing of money.  They also demonstrated how, in addition to 

family-based reciprocal arrangements, exchanges between friends, co-workers, and 

neighbors have become regular occurrences.  In other words, the modern exchange 

network includes not only kinsmen and people associated with the family by marriage but 

also individuals associated by circumstance.   

In sum, the Chamorro culture cannot be captured by a few physical or visual 

representations of culture.  Instead, the Chamorro people demonstrate their culture 

through their actions.  By demonstrating how the Chamorro culture is revealed through 

the actions of its members rather than by some icon or physical object, these studies 

illustrate the fact that culture is not about tangible objects, but rather the meanings that 

lay beneath those objects.  For the Chamorros, the outward appearance of cultural 

practices they engaged in may have changed over the last century, but the basic structure 
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of the culture has remained intact because of their diligence in understanding how these 

practices are mediated by certain values.   

Cultural Values of a Community 

Cultural values outline what the community, as a whole, believes.  In a sense, a 

culture’s system of values defines what the culture stands for and establishes the rules of 

conduct.  Furthermore, it sets the foundation for what the community considers to be 

desirable attributes, attitudes, or actions.   

Cunningham (1992) asserts that “the interdependence of all things in nature, with 

a focus on the family group and not the individual” was the crux of the ancient Chamorro 

value system and this focus is still seen in the “practices of sharing and hospitality, the 

desire for harmony, in the importance of family, respect for age and authority, discipline 

and the practice of good manners” (p. 85).   Additionally, he explained that Chamorro 

core values (see Figure  A) were designed to maintain this interdependence and provide a 

system of checks and balances so that harmony was maintained.   The other values 

promoted the adaptability of the people to different types of situations as well as provided 

ways to positively release excess tension or energies. 

Sellman (1994) suggested a theory of how the moral-philosophy of the ancient 

Chamorro people became a prescription for how they carried out various social practices.  

He explained that the Chamorro’s ultimate goal was to maintain harmony among self, 

family, clan, ancestors, and environment.  As a way to achieve this goal, they relied on a 

two-tier belief structure with inafa’maolek (defined as “making it good for each other”) at 

its core and a cluster of other values—namely reciprocity, consensus, mamahlao 
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(behaving with respect and deference) and gupot (party, celebration or feast)—radiating 

from the core (Sellman, 1994, p. 26).   

 
 

Sellman’s discussions on religion and traditional medicine illustrate that these 

practices were designed to comply with and to reinforce interdependence.  His discussion 

on religion also pointed out how the value system incorporates an element of adaptability.  

In effect, Sellman highlighted how the value system encourages the selflessness, 

cooperation, and collaboration among members of the community.   

Recently, a few Government of Guam agencies have also sought to define the 

Chamorro culture and values.  According to the Department of Chamorro Affairs’ 

Chamorro Heritage: Sense of Place (2003), the modern Chamorro culture is comprised 

of two layers.  The first layer is the value system, inafa’maolek, which incorporates core 

values that have survived primarily intact from the precontact era: “manginge’, 

Core Values Values 
Inafa’maolek 
Rank 
Social Position 
Old Age 
Mamahlao (deference) 
Champada  
(competition) controls 
Family 
Ayuda (help) 
Chenchule (donation) 
Emmok (revenge) 
Gupot 
Nature 

Adaptability 
Ancestors 
Banter 
Bravery 
Buffoonery 
Cleanliness 
Cleverness 
Competition 
Consensus 
Cooperation 
Consensus 
Creativity 
Dexterity 
Discipline 
 

Extemporaneousness 
Family authority 
Friendliness 
Friendship 
Fun 
Generosity 
Hospitality 
Harmony 
Loyalty (mamahlao) 
Hierarchy 
Humor 
Improvisation 
Intelligence Kindness 
Love (unconditional) 
Manners 

Mutualism 
Non-confrontation 
Peace 
Physical abilities 
Respect 
Reciprocity 
Security 
Selflessness 
Sharing 
Strength 
Trading Ability 
Unpretentiousness 
Nurture 
Physical Skills 
 

Figure A: Chamorro values (Cunningham, 1992) 

 



 52

minamåhlao, chenchule, and the relational terms of saina, che’lu and patgon” (p. 23). 

The second layer consists of kostumbran Chamoru, which are customs and practices that 

were introduced by outside cultures and have become a part of the belief system (p. 23).  

Included in this tier are the concepts of family and religious observation.   

The Guam Public School System’s Department of Chamorro Studies published a 

series of twelve posters that provided values for the classroom that were placed into a 

Chamorro context.  Nine of these values (akseptasion/acceptance, 

inafa’maolek/compassion and caring, man’ayuda/cooperation, minatatnga/courage, 

inagofli’e’/friendship, gineftåo/generosity, minagåhet/honesty, respetu/respect, 

responsapblidat/responsibility) were written in such a way that they highlighted the idea 

of people working together and caring about one another.  The remaining three (maolek 

kotdura/good judgment, minesngon/perseverance, and hulat maisa/self-control) seemed 

to highlight humility or persistence.  

 With the different foci put forth about the cultural value system, it stands to 

reason that there is some confusion as to which values are considered central to the 

Chamorro culture.  In looking at the different discussions, I noticed that there were a few 

that have withstood the test of time or have been emphasized by various theorists.  These 

recurring values are discussed here not as a definitive set of core values, but rather as an 

introduction to some concepts about culture that the teachers bring into this study.  These 

concepts include: inafa’maolek, family, religion/religious rites, reciprocity, and respect.   
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Inafa’maolek: the Most Basic Chamorro Value 

Scholars have used different definitions to explain the Chamorro concept of 

inafa’maolek. Sellman (1994) described it as “making it good for each other,” 

Cunningham (1992) portrayed it as “interdependence,” and Iyechad (2001) explained that 

it is “the maintenance of positive relationships” (p. 177).  Succinctly, inafa’maolek refers 

to the idea that each person is mutually responsible for the well being of others.  This 

concept dates back to pre-contact times when the focus was on clan rather than on 

individual success.  Describing inafa’maolek as the “core value around which a 

constellation of other values takes shape” (p. 26), Sellman (1994) explains that the 

ancient Chamorro worldview was based upon kinship relationships.  As such, the 

individual was “defined by her interrelationships with other members of the community” 

and the goal of each individual was to achieve and maintain harmony with self, 

community and nature (p. 26).  In other words, each action that an ancient Chamorro 

made should have shown consideration for familial obligations, the clan’s public image, 

the aniti or supernatural beings’ expectations, and the island’s ecosystem.   

Family is Essential to Culture 

For most Chamorros, family is an essential part of being Chamorro.  In its present 

form, the family is made up of multiple generations of relatives as well as acquired 

kinfolk (through marriage, religious rites, and/or adoption).  This extended family 

structure evolved from the precontact clan group organization that established the 

family’s importance as a means of survival and prosperity, as well as a source of identity.   
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The reason for the extended family. In ancient times, an individual was a part of 

his mother’s clan and it was to this clan that he paid his obligations of support.  During 

the traditional period, the clan was replaced by an extended family orientation that 

incorporated matrilineal and patrilineal sides into the social network.  Today’s Chamorro 

family is comprised of at least three generations of relatives from both parents as well as 

kin inherited through marriage and through cultural rights.  Extended families also 

include kin acquired through poksai9 and through the Christian rites of baptism and 

confirmation10 (Iyechad, 2001, pp. 15-17).  Thus the extended family is comprised of 

relatives gained through birth, marriage, or social rules.   

 The traditional Chamorro family was a close-knit group that worked as a single 

economic and social unit.  Within the family, labor divisions provide a sense of 

organization for carrying out large tasks.  While Thompson found women to hold the 

purse-strings in prewar Guam and Spoehr found this task to be split between men and 

women in postwar Saipan, both pointed out a division of labor existed where “the men 

work[ed] together on the family lands and the women and girls shar[ed] the household 

tasks” (Thompson, 1969, p. 51).  By the 1970s, del Valle demonstrated how this division 

remained useful when she recounted how the men were responsible for constructing the 

physical spaces needed for parties or other social events and the women concerned 

                                                 
9 Poksai is an informal adoption where a child is reared by relatives and the biological parents rights are 
honored and upheld.  Through the custom of poksai, a childless woman is able to be a mother and a 
motherless child is taken in by a female relative to be raised as part of the family. 
10 The adoption of Christianity increased the extended family network by including godparents and made 
the system of authority more complex because parents and godparents shared authority and obligations due 
to a child.  In other words, a baptized child maintains membership in at least two families, namely his/her 
birth family and that of his/her godparents.  In addition, the cultural structure creates a bond between the 
biological parents and the godparents that establishes familial obligations between unrelated family groups. 
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themselves with preparing foods and monitoring reciprocal exchanges (chenchule, ika, 

ayuda).  In this division of labor, children also have specific roles.  Older children 

become responsible for younger siblings and are considered parientes in absentia.  “They 

have the authority to tell the younger ones what must be done [and the] younger ones can 

only listen” (Rosario, n.d., p. 131).  For example, an older child has the authority to 

reprimand his or her younger brothers or sisters if they do not excel in school or are 

disrespectful in any way.   Also, when a family is faced with multiple obligations, it is not 

uncommon for parents to send their children as representatives of the family to one 

function while they attend another. 

Family remains important because it continues to frames the Chamorro support 

network.   During the traditional period on Guam, the extended family was the primary 

basis for economic prosperity and social fulfillment.  Members shared their harvested 

goods, prayed together, and observed religious rites and celebrations with other family 

members (Thompson, 1969).  As the island shifted from subsistence to a wage-earning 

community, the dependence on family members for survival waned as people were able 

to purchase food products.   However, cultural practices related to religious rites still 

encourage family members to interact.  As a result, family remains a source of social 

fulfillment.  Today’s Chamorros rely upon the nuclear family for their daily needs and 

upon their extended kin for celebrations and in times of great need (Natividad, 1996).  

Family as a source of identity.  Gertrud Hornbostel in the 1930s explained that the 

use of family names, surnames, personal nicknames and aliases was a necessary means of 

identification on an island where a number of people bearing the same name could lead to 
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confusion.  Nicknames have special significance within the Chamorro community 

because it serves several purposes.  First, personal nicknames create an informality that 

encourages familiarity and shows the closeness that a family shares (Spoehr, 1954).  

Today, Chamorros are able to name grandparents and their siblings, great-grandparents, 

aunts, uncles, first cousins and their families, as well as a select few second cousins, but 

they may refer to them by family nicknames rather than their given names.  Second, 

personal nicknames help to distinguish between relatives or other people who carry the 

same name (Hornbostel, Appendix B as cited in Thompson, 1971).  Third, because some 

personal nicknames were carried on by the person’s ancestors and became family names, 

nicknames became a way of tracing lineages back through prominent ancestral lines 

(Palomo, 1964).   

Today, a person’s identity is still often placed within the context of his or her 

family.  It is not uncommon for an individual to be identified as the son or daughter of 

this person or as being a part of a particular family rather than by their name.  Social 

introductions generally include an explanation that highlights a family relationship, such 

as the following exchange that might be done at a family gathering or at another public 

event:   

Older family member:  I know you. Hayi I na’an-mu? …What’s your name? 
Younger person:  Monique 
Older family member: Hayi I nanå-mu?…Who is your mother? 11 

                                                 
11 Depending on the ages of the inquirer and of the respondent, this question may be posed solely 
in Chamorro, in English or in both languages.  The use of English only appears to be used 
primarily by those in their 40s to 60s who know the respondent does not speak the language, the 
combination of Chamorro and English appears to be used in instances when the inquirer uses 
Chamorro conversationally with others, but is unsure if the respondent understands or speaks 
Chamorro, and Chamorro only appears to be used by those wishing to instruct the younger 
generation in the use of Chamorro in these exchanges, as well as by the man’amko/saina.  
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Younger person:  Helen Carriveau.   
Older family member: Si Helen? Hayi i familia-ku?”[Who is your family?] … 

what’s your family name?  
Younger person: Leon Guerrero, familian Dicta.   
 

Through this exchange, the inquirer learns the given name, the ancestral line, and the 

family name of the respondent.  This type of questioning continues, going back one 

generation during each round, until the inquirer finds a person that he or she knows.  

Once that discovery is made, the inquirer then explains his or her connection. “An 

interesting note is that although descent is determined in part by one’s surname, the use 

of one’s clan affiliation is also a means by which one’s descent is traced and relations are 

clarified” (Iyechad, 2001, p. 16). Robert Torres (2004) explains that the persistence of 

these exchanges today encourages interaction on a personal level rather than at a formal 

distance, reinforcing the various networks within a community which encourages the 

vitality of the community as a whole. 

 Chamorros have considered family an essential part of being Chamorro because it 

is family that has ensured survival of the Chamorros as a people and has provided its 

members with an identity.  When the Chamorros were an agrarian society, members 

ensured the physical survival of the group during the pre-contact and traditional periods.  

As the Chamorros modernized, they maintained cultural values and emotional ties to each 

other through regular and frequent interaction with family.  Today, the family is where 

each of its members can find “love, companionship, and help” (PSECC, 1996, p. 17).    
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Religious Observations are Key to Family Unity 

For the Chamorros, religion has been connected with the concept of family.  By 

touching on the ideal of a connection to ancestral spirits,12 the Spanish missionaries 

successfully introduced Christianity to the ancient Chamorros, an act that helped create 

the traditional Chamorro lifestyle.  Guam’s traditional religious practices suggested that 

the islanders believed they had a “reciprocal” relationship with the different 

manifestations of Mary and with the “saints [where the] sacred images mediated between 

society and the forces of nature (Christian, 1981, p. 18)” and, in return, the islanders 

promised devotions (Jorgensen, 1994, pp. 22-25).  Some devotions eventually became 

annual rituals carried out by succeeding generations until they became a part of the 

island’s catholic tradition, such as the Fiesta of San Dimas (which the village of Merizo 

has been celebrated every April since 1672), the Feast of the Immaculate Conception, or 

the Santa Marian Kamalen, which is an island-wide procession through the village of 

Hagatña (Thompson, 1947, pp. 189, 191).  In these instances, the Catholic Church forged 

a new sense of family—the community of the Church—when it replaced the ancestral 

spirits in the relationship between the supernatural and the Chamorro people.   

For the Chamorros, religion has been a key way to maintain familial relations.  

Christianity may have brought an end to the ancestral practice of placing skulls of revered 

                                                 
12 Direct parallels between the indigenous philosophy and Christian rites encouraged the adoption of 
organized religion in the Mariana Islands.  Spanish priests taught the Chamorros to seek the intercessions of 
the Virgin Mary as their mother/benefactress and to pray to God as their Heavenly Father.  These teachings 
aligned well with the Chamorros’ expectation that women were a final authority in domestic affairs and the 
idea that familial relationships extend beyond death.  The priests also encouraged the natives to participate 
in Catholic religious festivals and rites of passage. When the Chamorros incorporated these religious 
obligations into their existing ideology, the resulting event was a religious ceremony that had the regalia 
and ceremonial motions important to the Spanish empire and was preceded and/or followed by a feast 
celebration that was an important to Pacific communities (Thompson, 1947, pp.179-89).   
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ancestors in their homes and seeking counsel from their spirits, but the rites and rituals 

associated with the Catholic Church provided avenues to solidify the reciprocal 

obligations of family groups.  During the island’s traditional period, much of family and 

community life revolved around religious events and church services with families 

beginning their day together with prayers before dawn and ending it with the lisajo [sic; 

daily rosary] after sunset (Thompson, 1947).  While the seeds of Protestantism were 

introduced into Guam society during the prewar years, it was not until the postwar years 

that different religions finally took hold and began to change the idea that Catholicism 

was intertwined with the Chamorro culture.  Interestingly, even as Chamorros began to 

convert to different churches, religious observations associated with Catholicism 

continued to play a role in the island’s social structure and cultural norms.  By 

recognizing the religious rites of passage as milestones within the family, as opposed to 

viewing them strictly as religious observations, most kinsmen are able to move beyond 

their differences in faith and maintain their family connections through festal 

celebrations.  With this evolution of religious practices, religion to the Chamorro is not 

just an organized set of beliefs but it is a symbol of “the unity of the family” (Dept. of 

Chamorro Affairs, 2003, p. 29) and the significance of faith.  For Chamorros, the idea of 

religion focuses not only the religious practices that individuals engage in, but also how 

religious events become ways of supporting the family and the culture. 

Reciprocity as a Vehicle for Interdependence 

While the proper term within anthropological literature—reciprocity—is 

occasionally used within conversations, Chamorros generally refer to this process as 
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“sharing” or “obligations.”   The Department of Chamorro Affairs (2003) explains that 

“sharing is one of the most important tenets in the Chamorro social systems … In and 

within the familia system, ‘everything belongs to everybody’” (p. 27).  This fundamental 

definition of sharing is based on the ancient ideal of interdependence that guides 

reciprocal behaviors (Cunningham, 1992, p. 87).  In ancient society, many people were 

needed for survival given the island’s climate and geography and, as a result, clans were 

considered more important than individuals.  Clansmen supported one another through 

material gifts (chenchule’ or ika13) and assistance (ayuda)14, resulting in “a reciprocal 

economy in which money was needed only for ceremonial purposes” (Cunningham, 

1992, p. 89).  Within the clan, gifts were neither solicited nor were they refused.  Instead, 

an obligation of assistance to the donor was established and the obligation paid back 

when needed.  Reciprocity included both positive as well as negative actions, including 

emmok (revenge) (Cunningham, 1992).  For instance, Sellman (1994) explained that “just 

as gifts require an exchange or repayment so do insults and harms” (p. 28).  That is, a 

Chamorro can expect that his or her family would give the same level of support for acts 

of revenge as they would for acts of generosity.   

During the traditional period, the concepts of interdependence and reciprocal 

behaviors were expanded with the acceptance of Christianity and of the compadre 

system.  Thompson (1947) reported that by the 1930s the Catholic Church (and its 

priests) became an extension of the village community and villagers would provide 

                                                 
13 Chenchule’ is a donation of food or money during a celebratory feast and ika is the term used for 
offerings at funerals.   
14 Ayuda is the provision of services when a clansmember is ill or unable to perform a task.   
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assistance to their parish priests.  Baptisms forged a familial relationship between the 

parents and godparents as they were considered a part of each other families and that 

relationship entitled them to the privileges and the obligations of each others’ family 

networks.  As a result of these extensions, the village fiestas and other religious 

celebrations (baptisms, marriages and deaths) became an important outlet for repaying 

obligations.     

While the historical records cited above provide insight into the prevailing acts of 

reciprocity, Iyechad’s study (2001) on helping practices on Guam is particularly 

instructive in defining the system of reciprocity as it pertains to modern Chamorros.  

Iyechad discovered that modern helping practices occur not only within the nuclear and 

extended family (parientes) units within the traditional society, but have also developed 

among work colleagues and that two types of arrangements prevail.  First is “the 

assistance provided to members from a non-member of one’s network” as exemplified by 

a mayor’s who makes chairs, tables or the community center available for social 

functions or by a suruhanu (traditional healer), pattera (traditional midwife), or techa 

(prayer leader) who willingly provide their services because they consider their 

knowledge and skills to be gifts (Iyechad, 2001, pp. 191-2).  The second arrangement is 

assistance to family members, in which “the system of reciprocity … [places] less 

emphasis on reciprocation and more on the provision of assistance” (p. 192). In other 

words, participation in these exchanges centers on what help can be given rather than 

when (or how) the assistance will be repaid.  Iyechad reports that many who participate in 

this system feel that it encourages interdependence, which allows the family to persevere 
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(Iyechad, 2001, p. 192).  As Iyechad’s study emphasizes that it is better to be generous, 

Souder (1991) reiterates that “[r]eciprocity continues to lie at the heart of the social world 

of Chamorros.  Generosity is understood and responded to within the framework of 

Chamorro exchange and obligation … [and that] obligation [is] a sacred duty to pay back 

[what was provided] (p. 121).   

Codes of Conduct: Shame & Respect 

Guam’s Department of Chamorro Affairs asserts that modern Chamorros still 

closely observe two codes of conduct: mamahlao (shame) and respetu (respect) in their 

effort to carry out inafa’maolek.  Together these two behaviors allow the individual to 

simultaneously create a sense of harmony and dependency. 

The code of shame. Mamahlao (pronounced ma-MAH-lao), loosely translated as 

shame, encourages the individual to place the thoughts and expectations of others above 

his or her personal desires.  If a person has shame, he or she is referred to as 

gaimamahlao; conversely, one who is shameless is taimamahlao.   In the book 

Inafa’maolek, the character Nånan Biha explains the concept and its importance: 

Gaimamahlao simply means not putting yourself before others, or to be modest.  
It also means not doing or saying something that brings shame to somebody else 
in public.  If you do this, or if you act like you know everything and always bring 
attention to yourself, you are acting taimamahlao, like you have no shame.  If you 
act like the only thing that matters is yourself and what you want, and if you don’t 
think about the needs of others, people will say you are greedy, or selfish ... And 
they will think that your family, especially your elders, didn’t raise you properly 
(PSECC, pp. 25-26). 

  
This idea of shame manifests itself in different ways, including refusing food at the first 

offering, refraining from boasting about personal accomplishments, not publicly 
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announcing your arrival at a function, or openly questioning elders.  Mamahlao, through 

its focus on the individual as a part of the whole group, discourages the adoption of self-

centered values such as arrogance, ostentation, and pomposity which can result in 

repercussions for the individual as well as for the family (Dept. of Chamorro Affairs, 

2003, p. 25).  In this sense, the Chamorros concept of shame is similar to metagu 

(fear/anxiety/shame) among the people of Ifaluk, an atoll of Yap (Lutz, 1988).  In her 

study of socially constructed emotions on Ifaluk, Lutz explains that metagu involves a 

balance between self-consciousness and other-consciousness; that is, the individual is not 

just concerned over non-conformist behavior but is also concerned about how that 

behavior affects public perception.    

Shameful behavior is troublesome within a small island population because “on a 

small island, one’s mistakes are everybody’s business” (Poehlman, 1979, p. 83).  Iyechad 

(2001) expounds on Poehlman’s statement by explaining that an individual’s reputation is 

determined by the community’s perception of that person’s ability to fulfill obligations 

and maintain the family’s good name.  In her study on helping practices on Guam, 

Iyechad discovered that an individual’s sense of shame by being unable to reciprocate 

can cause individuals to hide themselves from family (pp. 54, 195).   

The code of respect.  The concept of mamahlao is closely intertwined with 

respetu, or respect.  Actions that denote respect to family members or to authority figures 

are often highlighted within cultural studies on Guam (Thompson, 1947; Iyechad, 2001).  

However, the concept and the conveying of respect are more widespread than what has 
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been reported.  As within most Micronesian cultures, respect drives everyday behavior 

for Chamorros.   

Ethnographic studies of respect behavior in Pohnpei (formerly known as Ponape) 

and Kosrae shed light on the importance and attitudes associated with this code of 

conduct. Studies of Pohnpeian communities (Garven & Riesenberg, 1952; Keating, 1998) 

focus on the honorific speech as respect paying behavior between commoners and chiefs.  

Keating (1998) provides a glimpse in how honorifics are displayed using both verbal and 

non-verbal communication and that honorific behavior is not gender oriented.  Rather, 

honorific behavior helps to mediate complex relationships between groups of people 

within a community (chiefs, commoners, hard workers/”parasites,” men/women).  Garvin 

and Riesenberg (1952) reason that there are two major aspects to honorific behavior: (a) 

the learning of the honorific vocabulary, which requires considerable patience and 

attentiveness on the part of the speaker to the subtleties in the patterns of kinship and of 

accession among the high ranking clansmen; and (b) the underlying attitudes of respect 

(p. 215).  It is this discussion of the underlying attitude of respect that is of relevance here 

as the authors explain:  

[the] showing of respect is not limited to a few ceremonial occasions… nor is it 
confined to some isolated demonstration of deference.  Rather it permeates the 
entire way of life of the average member of society and no interpersonal contact is 
possible without [an understanding of what level of behavior is necessary]” (pp. 
216-17).   

 
In short, the Pohnpeians follow an unsaid rule that the “presence of a respected person 

requires the use of appropriate honorifics” (Garvin & Riesenberg, 1952, pp. 217-18). In 

his ethnohistoric study of respect behavior between commoners and high-ranking chiefs 
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in Kosrae, Cordy (1996) explains that general respect behavior encompasses the “entire 

body of etiquette governing behavior between all individuals” (p. 100).  While the 

previous studies focus on show of respect with chiefs, Shimizu (1985) focused on the 

interactions between Pohnpeians and their guests.   

 Creating a parallel to the Chamorro culture, the concept of respect incorporates 

the different aspects of the definition into codes for conduct and, as such, becomes a 

powerful guiding force for a person’s behavior (Dept. of Chamorro Affairs, 2003, p. 25).  

A Chamorro individual is expected to provide the courtesies and honor due to others, 

especially those in authority positions such as elders (manamko’ or saina) or elected 

officials, while at the same time bringing little attention to oneself or one’s family.  While 

respect has been a steadfast core, its manifestations (or the ways that it is expressed) have 

evolved through the centuries. 

   Within the ancient culture, respect was an important part of maintaining 

inafa’maolek.  Age and social status determined an individual’s place within the clan and, 

therefore, to whom and how respect is paid.  Even within the family, a hierarchy exists 

for the paying of respect.  

Grandparents had more respect than parents, and the oldest child more respect 
than the younger children. … There was a definite order for being served.  In 
hierarchical order from the highest to the lowest, they were ranked at follows: 
great-grandmother, grandmother, mother, great aunts, aunts, sisters, first cousins 
once removed, first cousins, nieces and daughters (Cunningham, 1992, p. 91).   
 

In the book Inafa’maolek, Nånan Biha explains the importance of age when she said: 

“older people deserve respect because it is believed that with age comes wisdom” 
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(PSECC, 1996, p. 26).  Embedded in this statement is the idea that older people have had 

more life experiences and, therefore, have some knowledge to pass on to others.   

In addition to honorific behaviors, terms of respect highlighted the strength of 

clan relations and of community.  The proper way to address an elder person was “saina-

hu” [my elder, parent] to which that person would respond with “patgon-hu”[my child], 

“ lahi-hu” [my son] or “haga-hu”[my daughter].  Brothers, sisters, and friends of the same 

age referred to each other as “che’lu-hu” [my sibling] (PSECC, 1996, p. 26). Although 

the terms expressed familial relationships, the words saina [parent], che’lu [sibling], and 

patgon [child] were used to convey respect to all individuals, not just family members, 

illustrating that each individual had a responsibility to the next person.  The use of these 

terms among extended family and friends is still a common practice today among 

Chamorros of all ages.   

Early explorers recounted acts of respect when they spoke about Chamorros 

hospitality.  These accounts are useful in outlining the different ways respect is carried 

out.  For example, the Spanish missionaries in 1668 commented that a Chamorro would 

freely share the workload of others or would quietly abstain from eating if there was not 

enough to share with companions or unexpected visitors (Levesque, 1992, v.6, p. 74). In 

her historical overview, Thompson (1947) recounted the elaborate codes of etiquette that 

Chamorros engaged in at the time of the Spanish conquest, such as:  

• Members of the lower class keeping their distance from members of the 
higher class; 

• Inviting someone of equal rank or status to share food and pugua 
(betelnut); and,  

• Passing the hand over the breast of the host, a custom that was superseded 
by the manginge’ or the smelling of the hand (pp. 49-50) 
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The last comment serves as a reminder that the way respect was practiced evolved as the 

Chamorros began to adopt some of the characteristics and mannerisms of the cultures 

with which they came into contact.  

Changes in the way respect was carried out and other acts of respect grew from 

the traditional period of history.  First, the terms tun [pronounced as tune] and tan, similar 

to the Spanish words Don and Doña, were attached to the names of elders.  It was also 

during this period that the manner in which the nginge’ (also manginge’ or fangninge’) 

developed.  Considered the most traditional and most reverent way of showing respect to 

older people, 

the manginge’ is done by a younger individual taking the hand of an elder and 
drawing it up to the younger’s nose so that it either touches or barely touches the 
nose.  At that time, the younger person asks for respect by saying “Ñot” for a male 
elder or “Ñora” for a female elder.  Granting respect, the older person responds 
“Dios ti ayudi”. (Rosario, n.d., p. 135) 
    

As a modern adaptation to the nginge’, “go kiss” refers to a practice where a child pays 

respect to his or her relatives by kissing them on the cheek.  In my experience, this 

practice appears to be the intermediary form of respect for individuals who do not feel 

they are old enough to be called saina (a revered elder) or when the child feels 

uncomfortable with performing the more traditional form. This practice has also become 

a way for cousins and close friends to show their respect and to reinforce their kinship 

with one another.  While nginge’ would be considered a part of the inafa’maolek layer, 

the adaptation of “go kiss” would qualify as kostumbran Chamoru.  This act of kissing to 

show respect still complements the precontact value system, but has been altered by 

modern American attitudes. 
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Summary 

Over the course of more than four hundred years, control of the island of Guam 

passed through four different political structures (an indigenous clan system, the Spanish 

empire, United States democracy, and Japanese militarism) that had varying degrees of 

influence over the island’s social structure.  The island’s physical landscape reflect these 

influences, such as the latte sites, villages with their churches, U.S. military bases, water 

parks, and man-made beaches. Today, the island projects an image that vacillates 

between being a cosmopolitan area and small town, USA.  

The Chamorros on Guam have come to realize that its socio-political history has 

had a significant impact in shaping how the outside world sees them as well as how they 

see themselves.  They acknowledge that their ancestry has ties to Europe, Asia and the 

Pacific, but also recognize that these ties have presented both benefits and challenges to 

their cultural identity.   Ethnographic studies over the last century have demonstrated the 

development of a multi-tiered culture in which cultural practices have changed in 

response to the island’s political and economic structures, but that the meanings behind 

many of these practices are still rooted in the precontact culture.  The modern Chamorro 

cultural value system is built upon the ideas of inafa’maolek, family, religion/religious 

rites, reciprocity, and respect.  This means that today’s Chamorro may project a 

thoroughly modern, cosmopolitan persona, but his or her actions and attitudes convey 

those traditional values that encourage adaptability, interdependence, and collaboration. 
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CHAPTER 3: RELEVANT LITERATURE 
 

 

Theoretical Framework 

 
 I chose transactional theory and reader response as my framework because I 

wanted to explore the initial impressions and the “gut reaction” responses that the 

teachers had about the cultural representations they encountered in the stories.  This 

theoretical stance seemed apropos because it invited the reader’s lives into the reading 

process and encouraged them to consider how their lives and culture were reflected in the 

story.   

In addition, this framework was further shaped by two similar Pacific literary 

theories that illuminated how the teachers’ responses constituted culturally-based literary 

criticism.  I was first influenced by a conceptual framework called mana tama’ita’i 

(Marsh, 1999).  This framework calls for interpretation of literature to be grounded in the 

cultural ideology of the Pacific Island under investigation.  Next, I was influenced by 

Hereniko and Schwartz’s (1999) suggestion that the author-literary critic relationship 

should resemble the Samoan feutagai (the relationship between the high chief and his 

talking chief, or his tulafale).  They purport that the critic’s role of tulafale, or talking 

chief, encourages the critic to serve as a cultural interpreter for other readers and a 

cultural critic to the author.  This critical stance provided a lens by which I could view 

each teacher as cultural experts in their own right and how their responses helped to 

mediate between text and culture.  The combination of these two frameworks allowed me 
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to explore the teacher’s responses for their cultural interpretations and then to examine 

these responses in relationship to their Chamorro culture.   

By using transactional theory and incorporating the Pacific lenses of mana 

tama’ita’i and feutagai, I was able to not only look at how these teachers drew upon 

cultural connections in their responses but also examine how their responses helped to 

explain cultural norms and values.    

Rosenblatt’s Transactional Theory in Reader Response Criticism 

In her transactional theory, Louise Rosenblatt (2002) explains that during a 

reading event a person interacts with a text and the meaning emerges from that event.  

Instead of the text imparting a “ready-made meaning” (p. 1063), a person develops his or 

her own meaning from a text through a transactional “poem” that is unique to that reader, 

that time, that event, and that context.  Thus, meaning grows organically from a reading 

experience and is the result of an intermingling of possible interpretations embedded in 

the text, the reader’s interests and expectations, and the context in which the story is 

presented. 

The meaning that a person derives from a reading experience is shaded by the 

way the story is presented and received.  Drawing on the work of Vygotsky and Bates, 

Rosenblatt’s theory takes into consideration that “the sense of a word is fluid and … 

based on the context in which it appears” (Vygotsky, 1962 in Rosenblatt, 2002, p. 1060) 

and that the full meaning of a word is the combination of its public and private aspects 

(Bates, 1979 in Rosenblatt, 2002).   In other words, the full sense of a word is signaled 

first by its public meaning (commonly held understandings associated with the word) and 
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is further interpreted by the underlying private meanings mediated by the reader’s 

personal, cultural and social contexts (Bates, 1979 in Rosenblatt, 2002).   Put simply, the 

text contains connotations and the way it is interpreted is dependent on the reader’s 

approach.   

Rosenblatt asserts that generic readers do not exist and that each reader comes to 

the reading event with a personal context, a plethora of experiences and expectations that 

color his or her experiences and guide the meaning-making process.  During a reading 

event, the person’s purpose for reading, also known as stance, initially drives how 

meaning is constructed.  This stance guides the level and type of involvement the 

individual has with the text as well as which elements or signs he or she focused on.  In 

this model, an aesthetic stance encourages the reader to use his prior experiences to 

become intimately involved with the story as it unfolds which, in turn, encourages him or 

her to make connections and examine his or her beliefs.  The reader uses an efferent 

stance to seek out information or critically examine a text within the parameters of a 

particular context (Cai, 2008).  A reader taking an efferent stance focuses primarily on 

the public meaning aspect of the text while an aesthetic stance reader also pays attention 

to the implications of the text’s private aspects.  Thus, as he or she attempts to make 

sense of a text, any reader can swing between the two polar ends of this efferent-aesthetic 

continuum while trying to figure out where the story falls in line with his or her 

knowledge about the subject as well as his or her understanding of the world. 

Drawing on William James’ “selective attention,” Rosenblatt (2002) explains that 

a reader chooses one particular focus in a reading transaction and suppresses the others 
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into a kind of “background hum” that allows particular elements to be “brought into 

awareness and organized into meaning” (p. 1062).  In essence, when a reader encounters 

a text, he or she sifts through a myriad of linguistic, cultural, and social experiences in 

both the text and in his or her personal experiences; chooses those that are relevant; and 

organizes them into a context in which the elements of the text can reasonably be 

decoded or interpreted.   Thus, a person’s ability to understand and learn from a text 

relies on his or her ability to find a connection from his or her prior social experiences, 

personal beliefs and cultural understandings that helps in decoding the text. 

Even though it includes the evaluation and critique of literature, transactional 

theory does not support one particular critical perspective but rather is designed to work 

with any theory that helps to answer the questions that are generated from the reader’s 

aesthetic response (Cai, 2008).  Thus, I decided to include a framework that would 

critically examine the link between literature and Chamorro identity because these would 

provide a lens to view the teacher’s cultural connections.  With that in mind, I turned to 

Pacific Literature with its ties to post-colonial thought and feminist theories which seek 

to bring to the forefront the Pacific Islander’s reality.   

Mana Tama’ita’i and “Talking Chief” 

Of great influence were Vilsoni Hereniko & Sig Schwartz’s (1999) “talking 

chief” form of literary criticism and Selina Tusitala Marsh’s (1999) mana tama’ita’i.  

Together the two works shaped my understanding of the “gaze” the teachers had when 

discussing the books as well as provided a critical lens to view the data.   
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By combining feminist theory with indigenous ways of knowing, Selina Tusitala 

Marsh’s (1999) conceptual framework of mana tama’ita’i  offers a Pacific-based literary 

theory. This conceptual framework seeks to “wean” Pacific literary theory away from 

“’foreign’ foundational theories that have grown out of their own specific contexts [and 

develop a theory that is] Pacificized and indigenized to each island context” (Marsh, 

1999, p. 339).  While her theory was a way to honor the female voice in Pacific literature 

and to include the female perspective in Pacific literary theory, it was useful in my study 

because it situates itself between two ideas in Pacific literature that have been viewed as 

being in opposition to each other: Western literary theory and traditional knowledge.  

Rather than completely discarding Western literary thought, Marsh’s mana 

tama’ita’i reinvents the way literature is viewed by grounding established Western 

literary constructs in indigenous cultural ideologies and traditional ways of knowing.  

Marsh advocates the dissection and careful analysis of Pacific literature as necessary for 

the development of Pacific literary theory but adamantly maintains that the tools of 

analysis must be derived from the islanders’ cultural ideology.  In doing so, mana 

tama’ita’i “us[es] one’s own culture as a point of reference” (Marsh, 1999, p. 352) in the 

examination of literature.  In this manner, all literature becomes a reflection of culture 

and a product of culture and literary criticism focuses on how the literary elements shed 

light on these reflections and meanings of culture.   

Hereniko and Schwartz (1999) present the “talking chief” theory of criticism as an 

alternative to Western literary criticism which “too often” labels Pacific literature as 

“flawed” for not fitting neatly into mainstream culture and to the critical theories of 
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postcolonialism which seek to deconstruct the dominant voice “at the expense of the 

author’s work” (p. 58).  Hereniko and Schwartz explain that the role of Pacific literary 

critics should mirror feutagai, the relationship between the Samoan high chief and his 

tulafale, talking chief.  In this relationship, the tulafale (considered to be highly 

knowledgeable in culture and custom) serves as the chief’s representative to the people 

who explains or clarifies the chief’s intentions.  As an expert on custom, the tulafale also 

serves as a cultural advisor who provides constructive criticism to the chief regarding his 

actions or decisions.   

Like his cultural counterpart, the literary tulafale has expertise in the culture and 

customs as well as knowledge about the literary history of a particular Pacific island.  The 

roles of this cultural literary critic are “to mediate between the writer and the readers, … 

to elucidate the writer’s political and social worldview in relation to his or her work,... 

[and] to criticize [the author] constructively when necessary” (Heriniko & Schwartz, 

1999, p. 58).   Within this theory, the critic’s gaze is situated in the cultural 

understandings of the island rather than in the ideology of the “overseas expert” (p. 62).  

This idea was influential in my study because it helped put the teachers’ responses into 

the perspective that their connections did not just point out representations they saw as 

“Chamorro” but were cultural critiques that explained “why those representations were 

Chamorro” and provided “constructive criticism” when these representations fell short.  

In essence, within this study, these Chamorro teachers acted as a literary tulafale and 

their responses represent their culturally informed critique.   
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Review of the Literature 

 
My study looks at the responses and perceptions of teachers of Chamorro ancestry 

to recently published children’s books with contemporary Guam settings in order to 

explore what images, situations, and values were significant representations of the 

Chamorro culture.  This review of the professional literature highlights existing research 

that helped to situate my study within the theoretical frameworks of multicultural 

children’s literature, transactional theory, and Pacific literature.  First, articles and studies 

about reading processes provided insights into not only why individuals read but also 

how reading experiences have the ability to shape a reader’s sense of self-identity and his 

or her place in society.  Thus, these articles influenced the way I approached the teachers’ 

comments because it reminded me that each reader’s connections are influenced by their 

personal interests and priorities, their attitudes, their beliefs as well as their prior 

experiences.   

Second, as a Chamorro, I found that the readings about the issues related to 

multicultural literature and about the politics of representation embedded within Pacific 

literature demonstrated how literature is simultaneously a cultural artifact (a product of a 

culture) and a cultural agent (an influence on a culture).  On one level, these readings 

shaped the way I thought about literature’s role in Chamorro culture.  On another level, it 

influenced the way I viewed the teacher’s comments in terms of what they pointed out 

and what they chose to discuss.  In other words, these studies helped to illustrate how 

even the smallest comments on cultural representations were rooted in their personal 

cultural value systems.   
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Multicultural Literature 

 
 Although some children’s books included characters from different ethnic 

backgrounds prior to the 1900s, that which is now known as multicultural children’s 

literature had its beginnings in the 1950s and 1960s under the auspices of multicultural 

education. Multicultural literature grew from the desire to highlight the silenced voices in 

society and gained momentum as individuals sought out books that had characters that 

looked like them, talked like them and saw the world like them.  Today, multicultural 

children’s literature attempts to capture stories that enlighten its readers about the 

different realities that make up our society.   

Defining Multicultural Literature 

The concept of multicultural literature has been employed by a multitude of 

scholars who have widened, narrowed, refined, and redefined the parameters of what 

cultural groups are included or excluded.  At its broadest and most literal, multicultural 

literature could be used to describe a body of literature that includes all cultural groups.  

At its narrowest, it is comprised of ethnic stories.   While these prospective definitions 

can be logically argued, one is seen as too inclusive (to the point that it threatens to 

negate its purpose of highlighting voices not easily seen in the existing literary canon) 

and the other as exclusionary.  One of the most agreed upon stances is that multicultural 

literature focuses on the stories of ethnic minorities or “other people” – referring to those 

groups that are not of Euro-American descent—that provide a voice to their unique 

perspective.   
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Junko Yokota (1993) suggests that “[multicultural] literature represents any 

distinct cultural group through accurate portrayal and rich detail” (p. 157).  Yokota’s 

emphasis on portrayal and detail highlights the necessity to properly represent culture’s 

perceptions of reality (discussed later as cultural authenticity).  A hearty debate between 

Rudine Sims Bishop, Violet Harris and Patrick Shannon in the early 1990s illuminated 

the fact that multicultural literature is difficult to define because culture goes beyond 

physical appearances or ethnic backgrounds and can be shaded by gender and economic 

class.  These distinctions bring into the definition mix the inclusion of groups (e.g. people 

with physical or mental disabilities, religious affiliations, sexual orientations, or socio-

cultural affiliations) that may not immediately be recognized as being part of a parallel 

culture.  With regards to a definition, “what all these definitions have in common is an 

agreement that multicultural literature is about some identifiable ‘other’—persons or 

groups that differ in some way (for example racially, linguistically, ethnically, culturally) 

from the dominant white American cultural group” (Cai & Bishop, 1994, pp. 57 - 58).  It 

is this definition, which alludes to that sense of “being different from statesiders” within 

Guam’s Chamorro community, that I employ in this study.   

 While the definition of multicultural literature varies, all multicultural literature 

serves a similar purpose: to provide a frame from which a reader can find him or herself 

and from which to view the world.  “Rudine Sims Bishop (1990) uses a metaphor of 

mirrors and windows to emphasize two values of multicultural literature.   Mirrors let 

readers see reflections of their own lives; windows let them see other’s lives” (Temple 

et.al., 2006, p. 92).  In other words, when readers encounter characters and contexts that 
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are similar to themselves and that seem to be a natural part of their world, they are filled 

with pride and are encouraged to “experience the world through the written word” 

(Harris, 1996, p. 107).  Bishop’s “windows” also suggest that cultural literature is not 

intended solely for members of that culture.  Instead, all readers are invited to explore 

other people’s lives through their stories.  Because these explorations are supposed to 

reflect the reality of a culture group, there is a reasonable expectation that these stories 

present culturally authentic experiences. 

What is Cultural Authenticity? 

 Yokota’s (1993) definition of multicultural literature highlighted the idea that a 

cultural group can only be truly understood if its reality is presented accurately and with 

“rich details” so that their world can be experienced and understood (p. 157).  Because 

multicultural stories are supposed to represent the world of “the other” realistically, it is 

not surprising that much discussion within the literature focuses on “what it takes to 

portray another culture” and “who are the appropriate storytellers of these stories” 

(Bishop, 2003; Woodson, 2003).  At the root of these discussions is the ability of people 

from within that culture being able to find something right or something true (Short, 

2006) within the representation of their world.  That is what is at the heart of cultural 

authenticity. 

Thinking about cultural authenticity, Rudine Sims Bishop (2003) suggests it is not 

necessarily something that can be defined verbally but members of the culture “know it 

when they see it” (p. 27).  Similarly, Violet Harris (2003) explains that the “beliefs, 

attitudes, values, worldviews, institutions, artifacts, processes, interactions, and ways of 
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behaving... [that define culture are] not static” (p. 119) and that authenticity is based on  

how successfully the depictions “recreate the social, political, and cultural milieu”  

(p. 125) of a certain time, place and people.  Because it is difficult to define, discussions 

regarding authenticity have centered on certain aspects of the issue, namely the author’s 

responsibility to the culture, the insider/outsider debate, stereotyping in representations, 

and value portrayals as well as how these aspects play into a sense of reality that is 

deemed “authentic.”    

Author’s authority.  Stories play an important part in shaping a child’s perception 

of the world.  Because writers and illustrators influence a child’s understanding of the 

world through the stories they tell, they have an obligation to portray a culture accurately 

and authentically.  Cai (1995) and Bishop (2003) each assert that any author attempting 

to write about a particular cultural group is responsible for developing a sense of the 

group’s way of life and portraying that sense of reality rather than that of his or her own 

culture.  Thus, an artist’s (here taken to mean author or illustrator) work is considered 

authentic when his or her version falls within the boundaries of what is commonly 

believed and accepted by the culture.    

 Determining the authority of an author is not as easy as looking at the ethnic or 

cultural background of the author or at the amount of research the individual has 

conducted.  Winston (1996) shows how complicated the dissection of an author’s 

perspective can be in his exploration of interculturalism in Native American literature.  

Winston conducted a literary and cultural analysis of an Ojibwa traditional tale as told by 

a member of the Ojibwa nation in the 19th century (George Copway’s (the Christian name 
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of Kah-Ge-Ga-Gah-Bowh) The Star and the Lily) and its modern retelling (Barbara 

Esbensen’s The Star Maiden).  By viewing The Star Maiden alone from a post-colonial 

perspective, Winston found Esbensen “guilty of cultural misappropriation” because the 

literary language constructs the Native American as a Noble Savage and conveys a 

message of “nostalgia, … inaction and regret rather than hope and action” (p. 115).  

However, when compared against Copway’s version (with its strong Christian nuances 

and “intercultural borrowing” that preserved a cultural narrative and encouraged 

appreciation for his native culture (p. 109)), Esbensen’s work was found to carry a similar 

tone.  This similarity further complicates the idea of an author’s authority.  According to 

Winston’s framework, it can be argued that Copway’s work perpetuates a stereotype and, 

thus, is also guilty of misappropriation.  However, that verdict is mellowed by the fact 

that Copway was conveying his sense of the Native American reality.  Winston’s 

discussion ties into Elizabeth Noll’s understanding of an author’s perspective.  In her 

discussion of children’s books depicting the Navajo culture, Noll (2003) admits that “all 

authors and illustrators draw from their individual cultural experiences” (p. 184) and that 

these individual understandings color their depictions.  Thus, the author’s authority over 

the work represents his or her skill at culling the most appropriate representation from a 

myriad of cultural practices and traditions so that it evokes the necessary cultural 

meanings to provide a sense of reality that is recognizable to members of that culture. 

Insider/outsider debate.  One of the core debates regarding cultural authenticity is 

rooted in the question “Who can tell stories of a culture?”  Cai’s (2002) assertions that 

“each ethnic group has defining features, [e.g. traditions, customs, attitudes, beliefs, 
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values and experiences], which are culturally specific. … [and that] authors of 

multicultural literature [act] as cultural messengers” (p. 40-41)  sheds further light on 

Bishop’s (1992) idea of cultural authenticity as the basic evaluative criterion and helps to 

explain the intricacies around the insider-outsider debate over authorship.  Bishop argues 

that only those authors who have lived the experiences and who know the cultural 

nuances (those little details that cannot be explained) can provide a fully developed 

portrayal of the group.  Guevera (2003) counters this argument from an artist’s 

perspective by stating that the artist works from experience, intuition and research.  This 

process allows an artist, regardless of cultural membership, to infuse a sense of a culture 

wholistically rather than constructing it technically by using a prescribed set of icons.  

When talking about Mexican-American literature,  

Gary Soto [recommends] “Find out whether an author is from the Mexican-
American culture.  If not, be wary.  It can’t be done from the outside” (Ramirez, 
1998). …  Woodson [argues] authors must have lived at least a part of the 
experience [sic] of the characters they place on the page (Wolf, Ballentine, & Hill, 
1999, p. 133).   
 

However, noted children’s author Lawrence Yep explanation that “being on the border” 

between an outsider or insider of a culture helps in the creativity process “because not 

quite fitting in helps [one] to be a better observer” provides entry for outsiders to tell 

other cultures’ stories (Marcus, 2000, p. 100).  These authors’ statements highlight that 

the difficulty lies in not only understanding a culture but also being able to portray that 

understanding in words and pictures.   

Authenticating details. “Authenticating details” focuses on how the culture within 

the story is constructed by the words and images the author chose (Bishop, 2003).  
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Analyzing these cultural details helps to determine what would be considered authentic 

because these details create the depth in which social values are embedded, “too far to 

one extreme and the book becomes a stereotype, too far to the other and the book distorts 

valid values” (Noll, 2003, p. 186-87).  Basically, a focus on these details becomes 

important because it helps evaluate whether or not the authors were successful in 

accurately capturing the tone, values and nuances of the culture group, how well these 

authors have upheld their responsibility to the culture, and how well they have woven 

these details and values into a quality story.   

Numerous scholars (Abington-Pitre, 2005; Al-sudairi, 2000; Barrera & Quiroa, 

2003; Barrera, Quiroa, & West-Williams, 1999; Kanell, 2000; Sanchez, T., 2001; Heckler 

& Jerrolds, 1995; Mo & Shen, 2003; for example) have addressed the connection 

between cultural depictions and authenticity within the literatures of different cultural 

groups.  Some have demonstrated how cultural authenticity and literary quality are 

intertwined.  For example, guided by four major value clusters prevalent in Hispanic 

communities, Hecker and Jerrolds (1995) pointed out that stories of  “young people who 

feel overprotected by parents, … [who] cannot understand the different rules that govern 

the behavior of boys and girls, and [who] have meaningful relationships with the 

extended family” resulted in “responsibly and accurately” drawn images of the Puerto 

Rican individual while those stories that did little more than include language and images 

that suggested an Hispanic heritage resulted in flat depictions, stereotypes or inaccurate 

depictions (p. 119).  Similarly, Barrera, Quiroa & Valdivia’s (2003) content analysis of 

three Latino picture books revealed that the use of a second language in these books 
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played an important role in the development of the literary elements and that elements of 

a second language “can be used to enhance or advance any or all [literary] elements in a 

particular text” (p. 159).  Their findings further support the idea that cultural elements 

and values are what help the literary elements create a sense of realism. 

In her analysis of literary elements in Saudi children’s books, Al-Sudairi (2000) 

reported that the characterizations were deemed “flat” because they were missing details 

that would inform the reader of the characters’ motivations or “shallow” because the 

characters were depicted as “too good, too bad, or too stupid to be credible” (p. 150).  

While evaluating the cultural elements in the books, Al-Sudairi (2000) found “family was 

not accurately represented as it exists in Saudi Arabia” (p. 236), citing friendships that 

appeared more important than family and the exclusion of extended family relationships 

as examples of misrepresentations.  Similarly, she reported the representations of religion 

to be flawed and unrealistic because it suggested that either “the whole Saudi culture… 

has nothing but religious practices” or that religion is non-existent rather than depicting 

religion as an important guiding force in Saudi life (p. 235).   

Smolkin and Suina’s (2003) study of Pueblo perceptions to McDermott’s Arrow 

to the Sun explained how the dynamic nature of culture leads to changes in expectations 

among members of a culture.  By pointing out how differences in the histories of the East 

Rio Grande Pueblos and Western Pueblos led to differences in what each group felt were 

proper representations of their sacred symbols and of the Pueblo nation, the authors 

demonstrated how social and historical events can alter the perception of culture for that 

group (or a smaller segment of the whole group).  Consequently, these changes in 
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perception lead to changes in what were considered acceptable to include in a story.  

Their findings reaffirmed the idea that authenticating details must be true to a time and 

place.   

Others have helped shed light on what constituted authentic representations for 

their respective communities.  In his compendium of responses by individuals who were 

invested in Canadian children’s literature on what was Canadian about the region’s 

children’s literature, Nodelman (1997) reported that the “reflection of our history, values, 

geography and stories” (p. 21) constituted the basis of whether or not a book was 

Canadian.  Applying Nodelman’s question to children, Pantaleo (2001) discovered that 

Canadian children looked for “aspects of Canadian” (¶ 22) geography and references to 

familiar experiences (e.g. playing hockey and soccer to “making maple syrup” (¶ 18)) 

when identifying a book as Canadian.  In her study, Pantaleo encouraged scholars to 

consider what constitutes the commonplaces of their nation’s culture because these 

everyday experiences helped to define what was considered essential for a work to be 

recognized by its own members.   

Barrera and Quiroa (2003) examined the relationship between Spanish language 

use and cultural authenticity in English-based texts by using Rudin’s (1996) notion that 

“[a culture’s] material tokens, values, surroundings, flora and fauna (p. 152)” are often 

included in literature as cultural markers to create a sense of realism rather than for a 

literary purpose.  They discovered that those instances in which the world was treated as 

a complex entity with political, social and cultural implications, it created a more credible 

sense of reality than when words were used primarily as cultural markers.  Additionally, 
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Barrera and Quiroa explained that the “modest use” of Spanish text in English-based 

Latino children’s books created a sense of authenticity when the text was properly 

integrated into the plot, carried some literary importance, and deepened the context by 

creating a literary “bilingualism” that hinted at the culture (p. 262).   

Mo and Shen (2003) discussed the difference between an accurate portrayal and 

an authentic portrayal in their examination of Chinese-American picture books.  While 

accuracy is the assurance that cultural details and depictions are portrayed truthfully and 

in accordance with historical and cultural sources, authenticity involves an understanding 

and inclusion of those cultural values and practices that are considered the norms within a 

particular group” (Mo & Shen, 2003, p. 200).  In other words, they purport that 

authenticity occurs when the author or illustrator develops his representation so that the 

resulting image is not only accurate but also consistent with the core values of the culture 

represented.  Mo and Shen’s distinction between accuracy and authenticity sheds light on 

a vital component of authenticity: authentic portrayals are rooted within the value system 

of the culture.   

Cultural Values 

 A few studies featuring Asian or Asian-American children’s literature were 

relevant to my understanding of cultural authenticity because they illustrated how certain 

motifs, images or representations reflected the cultural group’s reality by shedding light 

on their value system.  For example, Mo and Shen (2007) examined a variety of Asian-

American children’s books to study the identity formation process for these children who 

are caught between their heritage culture and the culture of the society they have grown 
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up in.  Their study shows that younger generations of Asian-American have developed a 

“flexible concept of identification” that allows them to slide between their heritage 

culture and their lived culture and that their sense of authenticity reflects that sliding scale 

(p.173).  Also, Harada (1998) examined how the themes of family, community and ethnic 

identity were woven into Yoshiko Uchida’s books.  Harada showed that depictions of the 

oppression the characters faced and how their family and communities worked together 

to overcome adversity stayed true to the Japanese culture and presented a perspective that 

was authentic to the Japanese experience in America.  Finally, Kelley (2008) examined 

how four values (harmony, empathy, loyalty, and patience) portrayed the modern 

Japanese way of life.  She found that the concept of harmony were useful in explaining 

the uniformity and conformity that one character encountered at his Japanese school in 

one story and that the importance of patience was captured in the interactions between the 

ducks and park visitors in another story.   

These studies provided examples of how values are present in the actions of the 

characters, the choice of stories or events told by the narrator, and even how the story 

itself was constructed.  For example, Harada’s work moves the idea of authenticity 

beyond happy depictions and positive representations to a more complex concept that 

includes realistic representations of tensions and struggles that that cultural community 

face in their everyday lives.  Mo and Shen (2007) found that the characters’ identities had 

a chameleon-like quality that allowed them to fit into two different social structures and 

different realities.  This finding drew out the point that “culture is more a belief than a set 

of customs and rituals” (p. 173, 184) which reinforces the idea that the essence of the 
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value is at the heart of an authentic representation rather than the inclusion of the proper 

set of rituals or images.  Kelley’s (2008) study revealed that books that portray the 

“current ideology, social life, and customs” highlight what she refers to as the little “c”—

the culture frame that combines the social, economic and political systems of a society 

with a people’s values and beliefs” (p. 62)—and provide an opportunity for others to see 

the world from the perspective of that culture group.  In sum, these studies illustrated 

how understanding the cultural values within a piece of literature helped to shed light on 

the “reasons behind certain customs and … how the culture is embedded in a society’s 

social practices” (Kelley, 2008, p. 69) which she purports is vital to appreciating and 

understanding other cultures.    

 In other words, there is a delicate balance that literary artists must maintain in 

order to create a compelling story that is culturally believable.  Each of the studies places 

at the crux of their argument the idea that a culture’s core values are vital to authenticity.  

The strongest point about culturally authentic texts is its ability to provide a glimpse of 

the world through the values and perceptions of a particular people, even when these 

people have varied personal experiences.  For members within a particular culture, 

culturally authentic texts provide these readers with a story that rings true, one that is 

believable because of rich accurate details and truthful depictions of value systems, and 

that they can see themselves in.   

Summary 

Multicultural literature provides the opportunity to experience life through a 

particular culture’s point of view.  In order to portray a culture properly, the story must 
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capture its essence—social practices, experiences and history, beliefs, values, and 

philosophies of life—realistically or authentically.   As studies of multicultural children’s 

literature help to discern what elements or details create that essence in a literary work, 

they also highlight the fact that culture cannot be reduced to a checklist or divided 

succinctly into neat categories (Bishop, 2003) because culture is dynamic and acceptable 

representations are individually determined.   While differences of opinion of what would 

be considered authentic exist among members of a culture (e.g. a nation-state, an ethnic 

group or a cultural group), these members acknowledge that certain experiences, 

customs, rituals and moral principals have influenced their society or have shaped the 

way they view the world and create their cultural identity (Bishop, 2003; Diakiw, 1997).   

This tie between shared experiences and cultural identity strengthens the need for each 

culture group to critically examine its stories to discover what “commonplaces” (Diakiw, 

1997) are presented and which are expected to be honored.  In addition, the fact that an 

individual’s experiences refract (Colabucci, 2004) cultural understandings into a personal 

culture strengthens the need to examine what different members identify as plausible 

representations of their culture so as to develop an understanding of the range of 

acceptable portrayals. By exploring the cultural connections that these teachers make and 

why these connections were important within the context of the Chamorro culture, this 

study seeks to add the Chamorro perspective into the body of literature about cultural 

authenticity within multicultural children’s literature.   
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Reader Response with Multicultural Literature 

 Reader response theory takes a reader-centered approach to literature.  Put simply, 

a reader encounters a text—either written words or illustrations or both—and uses 

different literary and life experiences to create a personal understanding of the text.  

Thus, a reader’s meaning from a story is initially based in that person’s educational 

experiences as well as his or her social and cultural knowledge.  Rosenblatt’s second 

tenet of transactional theory deepens the significance of a reader’s response by 

encouraging the reader to move beyond initial reactions to reconsidering the story’s 

meaning within his or her own world.  In terms of a multicultural literature experience, a 

reader’s transaction with relevant literature not only allows that person to develop a 

personal understanding of a social issue but it also propels that individual into 

considering his or her perspective or role in the issue.  Thus, in responding to literature, a 

reader reveals what background knowledge he or she used to make connections to the 

story and how these connections translate into thought or action. 

Readers Responding to “Representations of Themselves”  

This study looks at the reactions and responses that Chamorro teachers had when 

confronted with stories that were set in their island.  As such, I sought out research that 

looked Chamorros interactions with literature.  Unfortunately, little was uncovered that 

focused on readers from Guam interacting with literature and nothing was found that 

looked at Chamorro adults responding to contemporary realistic fiction.  Of those found, 

two studies highlighted how the Chamorro culture was reflected in Chamorro children’s 

responses to different types of stories.  Gudenburr (1996) studied Chamorro fifth-graders 
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responses to literature that explore difficult issues such as divorce, prejudice, or cultural 

differences.  She found the students made connections between their lives and the stories 

but they did not use the literature as a catalyst for exploring their own life situations      

(p. 66).  Of particular interest to my study was Gudenburr’s discussion on the students’ 

book preference.  Gudenburr noted the students’ book preferences centered around the 

concepts of friendship, survival, and helping and cited these preferences as evidence that 

the students “were able to identify and understand the feelings of different characters and 

relate to the story situations” (p. 53-54).  The concepts of friendship, survival and helping 

can be considered universal experiences but they also stand out as elements of the 

Chamorro extended network and of the cultural values of inafa’maolek and inagofli’e’.   

Stoicovy’s (2000) examination of the sociocultural contexts Chamorro fifth 

graders used in shared reading experiences revealed that Chamorro legends were “a 

powerful vehicle for the students’ literacy development” because these stories 

encouraged the students to make connections to their families and their culture (p. 124).  

In contrast to Gudenburr’s assessment that her students’ responses did not reveal that 

they were making deeper inquiries into their lives, Stoicovy reported that the students 

were using their “cultural and linguistic backgrounds” to understand the stories and then 

used this information to launch into meaningful discussions and personal inquiries  

(p. 123-4, 134).  Another important observation Stoicovy found was that, because it 

mirrored the cultural value of working together, the strategy of retelling provided the 

students the space to use cultural methods of communication (storytelling, verbal and 

nonverbal forms of communication) in their reading experiences.  I was intrigued by the 
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findings of these two studies because I could see how they paralleled each other with 

regards to responses.  Just as Stoicovy recognized that her students’ connections to the 

literature as well as their roles within the literature circles and other literacy events 

highlighted their understanding of the cultural value of inafa’maolek (working together or 

helping each other), Gudenburr’s students preference for stories that explored friendship 

and helping practices also hinted at how they sought out books that were consistent with 

their cultural value system.   

Finding few studies that were directly related to the culture under study, I further 

shaped the boundaries of my study by looking at other cultural groups’ interactions with 

literature and focusing on the relationship between personal response, cultural 

connections and identity.  While research exploring children’s responses to literature 

about cultures other than their own illustrate how all children develop deeper 

understandings and greater appreciations of other cultures, of greater interest to me were 

those studies in which members of a culture responded to books about their own 

community (Brooks, 2006; Brooks, Browne, & Hampton, 2008; Spears-Bunton, 1990; 

Alamillo, 2004;  Smith, 1995; Flores-Duenas, 2004; Guzman-Trevino, 1996; DeNicholo 

& Franquiz, 2006; Rice, 2005; Ebersole, 2000; for example).  These studies were useful 

in demonstrating how individual’s cultural understandings and life experiences can be 

simultaneously reflected and challenged through reading “representations of themselves” 

(Brooks, 2006).    

When readers see themselves in a story, they are able to make more robust 

connections that lead to higher levels of comprehension of the message and encourage 
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them to consider the parallels to their own lives.  Guided by Purves and Beach’s (1972) 

three conclusions about responses to literature, Sims (1983) examined an African-

American girl’s responses to Afro-American literature to try to “discern what elements or 

factors … might be appealing to children” (p. 21).   Consistent with Purves and Beach’s 

findings, Sims found that “Osula” preferred “books related to her personal experiences 

and characters with whom she could identify” but also “welcomed the opportunity to 

stretch a bit” by reading about “[Black] kids whose lives are different from [hers]” (p. 23-

24).  Sims reported that the some of the factors and elements that Osula connected with 

included were strong female characters, details about her cultural heritage, and “African 

standard of beauty” (p. 24).  Osula’s desire to read about other African American 

experiences reaffirmed the idea that within the African American culture (and is here 

extrapolated to mean any culture) there exists a plethora of rich stories that illuminates 

their experience.  These findings lead Sims to conclude that not only should more stories 

about the African American experience be published to illustrate the diversity of 

experience but that improved access to these stories must be made to get them into 

children’s hands.   

Interested in exploring how an individual’s cultural affiliation leads to 

“differences in response to literary content” (p. 567), Spears-Bunton (1990) examined the 

responses of African-American and European American students to African American 

literature.  She found that each set of students (African-American or European 

American), were more engaged in conversations and able to readily connect historical 

events with their present situations when they encountered books that provided them with 
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familiar situations.  Smith (1995) studied how three African American fifth graders 

responded to African-American literature using “a common frame of reference, their 

people’s stories” (p. 574).  She found that once the students encountered African-

American literature, they not only gravitated towards stories that reflected events that 

were familiar to them but also adopted writing styles that hinted at their cultural 

experiences.  In addition, her study revealed that not only did students’ interest in reading 

and their cultural history increase when they encountered books about themselves but 

their responses reflected culturally established patterns of communication, in this case 

using the “cultural habit of call-and-response behavior” whenever they encountered 

African American texts (p. 574).  In other words, just as Stoicovy found with her 

Chamorro fifth graders, when these African American students encountered stories that 

were culturally relevant to them, they reacted by using culturally based response 

techniques.     

Brooks, Browne, and Hampton (2008) focused on how African-American girls 

discussed issues of body image, status and identity when responding to a story with an 

African American protagonist.  In an earlier study, Brooks (2006) examined the 

connections that African American eighth graders made to African-American literature to 

see how they “used culture to interpret literature that represents their lives” (p. 372).  She 

found that her students used their cultural and personal knowledge of urban life to 

interpret a narrative in order to make sense of the story.  Their responses, especially their 

discussions about surviving city life, also illustrated how literature provides readers with 

the “opportunity to read culture” (p. 381) and that authentic literature should not just 
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present happy depictions or positive scenarios but rather encourage within its reader a 

thoughtful consideration of his or her reality.  Brooks’ analysis reminds that reading 

multicultural literature allows readers to position themselves to examine their own reality.    

In a similar manner, Alamillo (2004) discovered that Chicano children “related 

[authentic pieces of Chicano children’s literature] with particular experiences in their 

lives” (p. 132).  After finding students in her focal classroom disengaged from the 

Spanish-language stories in their scripted reading program, Alamillo explored the 

connections that Chicano first graders made with children’s books with authentic 

representations of Chicano culture.  By connecting the images in the authentic books to 

their own family members, these children explored representations of language, family, 

and the cultural conflicts they faced because of their connections with Mexico and the 

United States.  These studies reaffirmed the notion that readers are able to better 

understand a story and extrapolate these into their own realities when they encounter 

stories that include culturally familiar situations.   

When provided with the opportunity to “read themselves,” various readers were 

confronted with multiple possibilities of who they are and what they believe (Van der 

Hoeven, 1999).  Brooks’ (2003) examination of African-American adolescent responses 

to Walter Dean Myer’s Scorpions illustrated how “readers insert their own story 

imaginings as a way of constructing meaning” (p. 81) in such a way that it is consistent 

with what they understand about the world.  For example, the students made comments 

about the absence of the father in the novel and questioned the mother’s behavior, 

connecting the family in the novel to their own family and also revealing their 
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expectations of how an African American mother or father should behave.  Centered on 

the theme of “the importance of family, Brooks highlighted how the students’ “attention 

to the family in the novel” helped them interpret the novel by using their cultural 

background (p. 84).   

Similarly, Guzman-Trevino (1996) explored the responses of Mexican-American 

developmental college students when they encountered Mexican-American literature and 

revealed how the students’ self-concepts and the culture they identified with were based 

on their personal experiences and by the traditions and values that were taught to them  

(p. 103).  She discovered that these students connected with the themes of growing up as 

a Mexican-American, ethnic, racial and cultural awareness, racism, and previous 

education.  In the discussion on ethnic, racial and cultural awareness, Guzman-Trevino 

pointed out that the students “became experts” where they shared their family’s variations 

of traditional ghost tales and realized how sharing stories with people with similar 

experiences provided a safe zone for them to think deeply about the stories and what they 

meant.  Because their connections exposed a range of lived experiences, “the participants 

in this study reveal the richness and variation of growing up in a Mexican-American 

family” dispelling the notion of a single common Mexican-American experience (p. 141).     

Readers are able to reconsider their perspectives on societal issues when they 

encounter “literature that reflects [their] lived realities” (DeNicholo & Franquiz, 2006,  

p. 168).  In their examination of bilingual fourth graders’ literature discussions with 

multicultural literature, DeNicholo and Franquiz explored how “critical encounters” with 

culturally relevant stories could propel readers beyond classroom expectations and 
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encourage them to explore how the issues presented in the stories translated into their 

own lives (p. 168).  In contrast, Rice’s (2005) study of sixth graders’ responses to 

Hispanic themed stories illustrated how universal themes in a story do not ensure a 

reader’s ability to connect with a work.  Rice reported how unusual scenarios and 

unfamiliar cultural details (“taking a first plane ride at age 12” or “eggnog during the 

summer”) hampered the students’ involvement and led them to reject the stories or led 

them to misconceptions or misinterpretations (p. 355, 357).  Rice’s findings illustrate 

how an individual’s responses may begin with a cultural base but can be further mediated 

by other factors such as social economic status and gender, a reminder that even 

culturally relevant responses will be unique.  

Bringing reader response into the Pacific region, Ebersole (2000) looks at cultural 

connections that Hawaiian fifth graders made to books with relevant local themes.  In her 

case study of six students (three boys and three girls of varying ethnic and socio-

economic backgrounds), Ebersole discovered that culturally relevant texts (defined as 

books that touch on issues of significance to a cultural group regardless of authorship or 

culture depicted) encourage readers to explore their sense of self, their cultural 

understandings and their historical understandings.   

Adults Responding to Multicultural Literature 

Similar to those that focus on children, research of adults responding to literature 

reveals that prior knowledge and cultural understandings plays into the meaning making.   

Colabucci (2004), Mathis (2001) and Flood & Lapp (1994) each found that teachers “use 

personal stories and personal knowledge to make sense of multicultural literature” 
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(Colabucci, 2004, p. 191).  Colabucci reported that “students seem[ed] to map their 

personal lives onto the stories in the book” and that the parallels and distinctions they 

made depended upon how well their lives meshed with the contours of the stories  

(p. 124).  When preservice teachers’ encountered situations in the stories that appeared 

very similar but did not “directly match” their life experience, they engaged in more 

“self-reflection” during their meaning-making process (p. 207).  Similarly, Mathis (2001) 

found that teachers’ perceptions of multicultural books were deepened through personal 

connections and through stories that took the participants beyond the confines of the 

classroom.  Mathis explained that teachers who have experienced these personal 

connections and understand their significance are better able to “become the catalysts that 

spur others to experience stories” (p. 158).   

One particularly relevant study explored the connection between indigenous 

teachers’ cultural knowledge and their acceptance of representations in indigenous 

children’s literature.  Strong-Wilson (2008) examined teachers’ talk about “simulacra,” or 

imaginary representations, of the first peoples in easily attainable children’s books.  An 

interesting finding was how the teachers examined a story in the context of various 

cultural values taught to them as they tried to figure out where the story fit within their 

worldview.  Basically, when the teachers grappled with the validity of a representation, 

they reflected on the stories from their childhood and their cultural understandings to try 

to figure out how a portrayal or theme fit into their culture’s value system (Strong-

Wilson, 2008).   In relation to this study, two important facts emerged.  First is that 

cultural stories shared in childhood help shape the criteria readers use in adulthood to 
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determine cultural authenticity.  Second, just as teachers need the opportunities to engage 

in reading experiences that teach them about other cultures, there is a strong reason for 

teachers to examine and carefully consider the literature that represents their own 

cultures.   

In contrast to these studies, Ketter and Lewis (2001) study looked at the dilemmas 

and concerns a group of white rural teachers faced when attempting to include 

multicultural literature in their classrooms.  On one hand, their study illustrated how the 

teachers’ orientation (cultural, social, or educational) play a role in which messages are or 

should be shared with children.  On the other, it focused on how multicultural literature 

lends itself to the problematization of culture (Shannon, 1994) in such a way that it can 

create disaccord as individuals begin to examine themselves as cultural beings.  

These studies collectively reminded me that the teachers in my study will be 

pulling a lifetime of personal history into their reading experience but these same 

individuals may have had little practice in thinking about how life experiences have 

constructed their sense of culture or sense of self or how these experiences influenced 

their interpretations of the texts.  For me, this realization was important because 

Chamorros can be considered both a minority and a dominant culture in Guam.  Because 

the Chamorros constitute approximately one-third of the island’s population, it can be 

considered a dominant cultural force to the point where certain cultural practices may be 

perceived as societal norms rather than representations of culture.   
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Summary 

 The literature abounds with reasons for teachers to engage in reading experiences 

with multicultural literature but a few were directly relevant to this study.  Colabucci 

(2004) offered that readers view the lives in the story through the lens of their own lives 

and their responses reflect how their life stories filled in the gaps present in the story in 

such a way that it encourages them to reflect on their lives.  Mathis (2001) pointed out 

that reading and responding to literature provides a framework that these teachers use to 

look at how their students are responding as well as to deepen literacy practices in their 

classrooms.  Ketter and Lewis illustrated how teachers’ responses can highlight their 

awareness of the cultural identities embedded within the stories.   Thus, just as children 

use their life experiences in making connection to stories, teachers filter new stories 

through their own lives and their response reflect their understanding of the world around 

them.   

Rudine Sims Bishop’s (2003) comment that people “know [an authentic 

representation] when they see it” (p. 27) suggests that responses hold clues on what 

representations of social expectations, cultural behaviors, beliefs and practices these 

readers expected to encounter in stories about their culture.  A number of studies with 

children provided insights into how these children saw themselves in books about their 

homelands and cultures.   Brooks (2003), Spears-Bunton (1990), Bishop (1983), and 

Brooks, Browne, & Hampton (2008) collectively showed how African American readers 

made cultural connections through their discussions on family relationships, identity, and 

body image as well as critiquing various characterizations by using the contemporary or 
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urban African American cultural contexts.  Likewise, the responses by the Hispanic 

readers in Brooks, Brown and Hampton’s study highlighted family relationships, cultural 

practices, ethnic, racial and cultural identities as well as finding details that show the 

uniqueness of their culture from other Hispanic cultures as being important connections 

for them.  Adding the adult perspective to this mix of “experiencing themselves,” the 

teachers in Strong-Wilson’s (2008) study highlighted the importance of cultural stories 

and the cultural knowledge they learned as they attempted to make sense of stories that 

were supposed to be about them.   

It is interesting to note that scholarly discussions have developed over African-

Americans’ and Hispanic, Latino, or Mexican-Americans’ responses to literature about 

responses to literature about their respective cultures and Asian responses to 

representations of themselves are beginning to join this body of literature.  However, with 

a few exceptions, Pacific Islander perspectives have been remarkably silent in this area.  

This study seeks to fill this void by offering nine Chamorro voices responding to 

representations of themselves.   

 

Pacific Literature 

Around the same time that multiculturalism was gaining momentum from the 

civil rights movement and educational reforms, Pacific literature was emerging as 

educated Pacific Islanders became aware of the absence of a written literature that truly 

spoke for them and sought to fill that void (Subramani, 1985).  These authors sought to 

replace the idyllic and romantic visions of Pacific life with ones that presented the 
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challenge of living according to two dichotomous ideologies.  In the half-century since its 

emergence, Pacific literature has worked to change what is considered a Pacific Island 

story and how these stories should be viewed and evaluated. 

Pacific literature has been touted as the “youngest literature in the world” (Wendt 

in Wilson, 1999, p. 1).  Subramani (1985), capturing the early history of contemporary 

Pacific literature, points out that the development of a written literature began in the 

universities in the British and French protectorates and was later followed by the 

American Pacific possessions.  Interestingly, just as Rudine Sims Bishop described 

multicultural literature to be a “mirror and a window,” Albert Wendt, a Pacific writer and 

scholar of Pacific literature, described literature as “a mirror and a map of the mind and 

soul” where the mirror reflects reality and the map “aims for exactitude” and “marks out 

all the allegorical signs and symbols” so they suggest a true understanding of reality 

(Subramani, 1985, p. 157).  Thus, the intent of Pacific literature emerged as a vehicle to 

present reality as well as to encourage change.  With that charge, early literary artists 

used their writings to shed light on the reality of a post-colonial Pacific and to enter the 

indigenous voice into the literary canon.  As the numbers of literary works increased, 

these authors found Western literary philosophies ineffective in reviewing Pacific works 

and became incensed that the gaze of the outsider was allowed to gauge what was 

considered authentic and quality literature.   

As a result, some of these writers took up the task of re-envisioning literary theory 

through writing resistance literature as well as by engaging in literary criticism as a way 

to establish an indigenous theory.  For example, Albert Wendt is known for his use of 
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details that have rich cultural nuances as a way to supplant European narrative structures 

(Edmond, 1990).  Haunani-Kay Trask took it one step further by not only composing 

resistance literature but also engaging in literary criticism using a post-colonial stance.  

Explaining that Hawaiian literature is a form of political resistance to “settlers” claiming 

a right to Hawaiian lands and to Hawaiian stories, Trask (1999) showed how modern 

authors have used Hawaiian orature to revive cultural values and to shed light on the 

indigenous communities views on colonialism, including their sense of survival and of 

loss.  Heriniko and Schwartz (1999) suggest a literary theory that highlights the social, 

political and cultural contexts to enlightened criticism.  In their framework, critics hold a 

role much like that of a Samoan or a Rotuman “talking chief”— an expert on indigenous 

custom and culture who acts as an intermediary for the chief on one hand and acts as his 

cultural advisor on the other— who examines the work in light of cultural traditions and 

the author’s message.  Finally, Selina Tusitala Marsh (1999) offers a conceptual 

framework to decolonize the literature by replacing the Western linear way of thinking 

about reality and authenticity with the Polynesian spiral that “urges the mind’s eye 

towards a center that allows for the possibility of multiple centers” and encourages the 

understanding that the truth depends upon the person’s point of view  

(p. 340).  This spiraling theory then allows for the incorporation of Western literary 

theory with Pacific ideology to create a Pacific literary theory.   

Within the field of Pacific literature, discussion about children’s literature centers 

on the connections between stories, literacy and identity formation.  Focusing her 

discussion on the South Pacific, Moore (1990) explains that literacy advocates recognized 
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that regional literacy attitudes must move beyond “reading in order to pass examinations” 

to critical literacy and that this transformation requires a literature that instills a passion 

for reading (p. 82-84).  Unfortunately, she notes that while storytelling is a rich cultural 

component of this region, written stories are difficult to come by because publishing 

efforts are carried out almost entirely by underfunded governmental agencies and because 

formal reading programs limit the amount of exposure to regional literature.  Moore 

admits that multicultural literature that has universal themes can be empowering but 

explains that it is not enough:  

Pacific Island children are actually represented in the best of children’s literature 
[because people worldwide have] those experiences of life and death, of love and 
loss, laughter, happiness, sorrow.  But, they also need books that represent their 
own particular lives, past and present, written by their own people, illustrated by 
their own artists (p. 85-86). 

 
Basically, she advocates the idea that the uniqueness of the Pacific experience should be 

presented so that it honors the local perspective and mirrors the local reality rather than 

expect Pacific readers to search for semblances of their lives within other books.   

 Just as children’s literature is an important asset in developing a Pacific identity in 

children, it also holds an important place in the development of Pacific literary theory.  

Long (1999) argues that scholars should include children’s books in the theorization of 

Pacific literature because these books create a new audience of readers and set the stage 

for future literary expectations.  Along these lines, Pacific authors in this genre have 

begun incorporating Pacific storytelling techniques or elements that are reminiscent of 

the group’s oral traditions so that the stories are in line with cultural ideologies (Long, 

1999).  In essence, both Moore and Long illustrate how Pacific children’s literature holds 
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an important place in the development of Pacific literary theory because a reader’s 

definition of a story is rooted in the stories of their childhood.    

 Narrowing down the perspective to the Micronesian region, it becomes apparent 

that contemporary written literature remains in its developmental stage (Skinner, 1991).  

Skinner (1991) compiled a preliminary bibliography of contemporary fictional works 

written by individuals residing within the geographic region of Micronesia.  Of the eight 

hundred works cited, only 221 titles were listed as short stories or novels, with 

approximately half of these works found in school-run publications.  It is interesting to 

note that only seven titles were directly classified as children’s literature or juvenile 

literature.  Salas and Tkel (1991) bibliography of over 1200 literature books for use with 

Micronesian children included forty-two Micronesian titles, with the majority being non-

fiction and traditional literature.  Of the forty-two, only six titles met the criteria for 

contemporary realistic fiction.  Citations in Carriveau and Cunningham (2001)’s selection 

guide to Micronesian literature highlighted the slow development in children’s literature 

and literary criticism.  They noted that Mary Austin and Esther Jenkins’ 1996 analytical 

bibliography of Oceanic children’s literature contained only 13 citations and Nicholas 

Goetzfridt uncovered only three sources of Micronesian literary criticism for his 1995 

anthology of Oceanic literature (pp. 2, 37).  They themselves covered only thirteen 

children’s literature or children’s stories in their 2001 bibliography.  The works of 

Carriveau and Cunningham (2001) and Skinner (1991) both illustrate that the number of 

books has remained minimal and that most of the publishing has been by educational 

institutions, which echoes Moore’s assessment of Pacific literature in the 1990s.   
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Mariana Islands Literature 

My research into Mariana Islands literature has uncovered discussions about the 

influences and development of a written literature as well as the roles of stories in Guam.  

During the 1970s, scholarly articles focused on the traditional stories of the supernatural 

in Guam.  By 2000, a body of literature had developed that discussed how the traditional 

forms were being threatened and the contexts and styles were being lost.  For example, 

Peck’s 1985 anthology of kantan chamorrita explained that literal translations from the 

oral tradition in Chamorro to a written form in English “falls flat” in rhyme and meaning 

because the context and richness is lost to the unfamiliar audience (p. v).  Similarly, 

Souder (1995) noted, in kantan chamorrita competitions, that the audience paid particular 

attention to how the singers maintained the rhyme and reveled in the meanings, including 

the double entrendres, and wit that were embedded in the lyrics.  In relation to this study, 

their comments illustrate how essential word choices become in creating the context that 

is necessary for meaning and for literary appreciation.  They also remind that oral 

traditions, although waning, have established some literary expectations within the 

Chamorro audience. 

Two studies further support the idea that the Chamorro reader may possess a 

unique set of literary expectations, which is a hybrid of local literary traditions and social 

customs intermingled with American literary style and social contexts.  First, Flores 

(2002) focused on how narratives have been used to construct a relationship between the 

United States and the islands of Hawaii and Guam as well as a regional identity within 

the national identity of the United States.  Flores asserted that Mark Twain and Herman 
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Melville’s early works about Polynesia, which sought to expose American imperialism, 

fashioned a Pacific identity of exoticness and “the unfamiliar”, making it difficult for 

Pacific writers to be heard.  She further explains how Hawaiian and Chamorro writers 

have, as a result, relied on oral narratives to counter this exotic image and to rewrite 

histories so that the Pacific Islander representation is based on the native set of identities.  

In a manner similar to Trask’s analysis of Hawaiian orature, Flores’ thesis supports the 

idea that official historical documents, written literature and informal narratives—

bedtime stories told to children, stories shared among family members— define the 

region’s archetypes (e.g. hero) and construct a national identity.   

Torres (1991) explored how contemporary authors within the Mariana Islands 

have begun to set the guidelines for Marianas Literature.  By asking “what is literature 

within the cultural context of the Mariana Islands?” Torres sought to discover how the 

region’s contemporary literature reflects the ancient stories and legends. He wrote  

It is crucial to consider the differences between traditional and modern literature.  
Whereas traditional was the product of the oral and cultural tradition of the 
Chamorro people, modern literature is reflective of the influence of Western 
culture and literary models, in which non-native writers have become a part of 
Marianas literature … Because the Chamorro language has historically been an 
oral language, [t]he literature being produced recently probably falls under the 
term “minor literature” where the indigenous population of the Marianas islands 
is writing in the English language (pp. 10-11, 32).  
 

 Through his analysis of the thematic development and motif usage within the precontact 

and postcontact legends and oral traditions, Torres discussed how the region’s literature 

can only be seen through “intertextual connections” and how by the 1940s that Western 

themes, motifs and models were incorporated into the region’s literary understandings.  

He found that Marianas literature reflects and reacts to the historical and social contexts 
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during different stages of Marianas Island history, noting that pre-contact folklore 

focused on the physical strength and prowess of the Chamorro people and post-contact 

legends tout the native’s wit, deception and cunning and that taotaomo’na stories may 

have evolved from the “natives’ need to retain their ancestral ties during the conquest 

period” (p. 50).  With modern literature, Torres discovered that  

the literary tradition of today is a reflection of the island’s diverse and composite 
literary influences. … [Marianas literature is] a border literature, in which there is 
a fusion of both world value systems and traditions.  It is this border region, this 
minor and marginal world, that Marianas literature must explore and articulate in 
order to reflect the native experience in relation to history and present culture. 
Marianas literature is a composition of those native traditions and foreign 
influences” (pp. 132-34).   

 
Because “the younger generations of readers and writers are well-versed in Western 

literary models… havi[ng] incorporated them into their literary background” and because 

the Chamorro language does not transfer easily into the written form, “Chamorro plays a 

minor literary role and … [authors] must forge a modern literary tradition that addresses 

the composite culture and ethnicity of present generations” (p. 85, 133, 104).  Together, 

these studies illustrate how Guam’s modern literature falls in line with the mission of 

Pacific literature because these stories have incorporated traditional values within a 

modern context and have been used as a way to reflect the Micronesian reality.   

Children’s Literature within the Mariana Islands 

It appears that children’s literature in the Mariana Islands followed a similar but 

rather delayed history than that of its European counterpart.  Prior to western contact, 

legends and short stories were shared orally to teach children the social norms and 

expectations.  During the Spanish administration of the Mariana Islands, older legends 
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were written down in Spanish by humanitarian officials and newer stories—ones that 

reflected the importance of a person’s loyalty to the Church—were introduced into 

society (Van Peenan, 2008).  The arrival of the American Naval government and the 

protestant missionaries in the early 1900s heralded what may have been the beginning of 

a Guam literature specifically for children.  Marjorie and the Chamorros, an account of a 

little girl who lived on Guam with her Protestant missionary parents, was released in 

1904, making it the earliest known children’s book about the Chamorro people.  

Punctuated with black and white photographs of Chamorros and Guam scenery, this work 

portrays Marjorie as the enlightened Christian and the Chamorro people as the “exotic 

other” for whom she prays.  In this same period, an early naval governor commissioned 

the printing of The School History of the Island of Guam in order to provide the local 

students with their history in order to make them good American citizens (Searles, 1937).  

Little has been uncovered about children’s books of Guam or the Mariana Islands from 

this point in time until the 1960s.  In the 1960s, U.S. publishers released a few history 

textbooks and non-fiction books, such as Guam Yesterday and Today (an informational 

text that talks about Guam and its Micronesian neighbors) and Guam ABC (an alphabet 

book illustrated with Guam motifs).  Thus, books about Guam have traditionally been 

developed primarily for didactic purposes: to introduce the United States children to the 

exotic island of Guam and to teach Chamorro children how to be good Americans.   

In the 1960s to 1970s, the island’s repertoire of local children’s books broadened 

with the emergence of a series of basal readers and an anthology of legends produced by 

the Guam Department of Education for use in its bilingual/bicultural program.  These 
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works were significant because they were written entirely by Chamorro educators in an 

effort to provide their students with familiar settings and situations.  At the same time, the 

Trust Territory of the Pacific Island was developing anthologies of Micronesian folklore 

for use in classrooms in the Northern Marianas Islands.  It is interesting to note that no 

studies were uncovered that looked at the development of children’s literature in the 

region during this time.    

 In actuality, there is a dearth of research about children’s literature in the 

Micronesian region.  The majority of education research uncovered focused on reading 

comprehension skills of Guam’s students (Salas, 1991; Hamilton, 1992; Castro, 1992; 

Benito, 1991; Irvine 1976).  Others explored ways in which teachers could incorporate a 

local perspective into subject areas, such as Crisostomo’s (1986) anthology of literature 

on the island of Guam or the earlier cited bibliographies by Salas and Tkel (1991) and 

Carriveau and Cunningham (2001).  The primary objective of these research endeavors 

has been to consider how literature can be effectively employed within various classroom 

settings. 

While the above-mentioned contributions focused on literature as a means to an 

end in the classroom (teaching reading, social studies, etc), a couple of studies were 

found that examined the connection between culture and literature.  Two studies were 

found that examined the adult perspective on literature used with Guam’s youth.  The 

first study focused on the role of traditional stories among Chamorros and the second 

focuses on multicultural representations in Guam’s history books.   
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In her study of the role that cultural narratives holds in the lives of Chamorro 

individuals, Indalecio (1999) found that these stories taught the responsibilities of family, 

the way the culture works, reinforced spiritual beliefs, and encouraged cooperation 

among community members.  She also discovered that while storytelling held a 

significant place in the home lives of older Chamorros, the availability of other forms of 

entertainment has diminished the amount of exposure that today’s children have to these 

stories in the home and increased the demand for cultural stories in the classroom.  This 

study highlighted the fact that stories remain an important way in which Chamorros are 

reminded about which attitudes and actions the community holds in high regard but that 

these stories are being relegated to the classroom rather than being shared in the home.    

The other study looks at cultural identification and representation within local 

history books.  Marsh-Kautz (2002) surveyed college professors and secondary school 

teachers of Guam history about their perceptions of the strengths and weaknesses of 

island history books with regard to ethnic and cultural representations.  Her examination 

of the types of representations (Chamorro and non-Chamorro) included in Guam’s 

history books and how these representations related to Guam’s sense of community 

revealed a range of responses that reflected the “tension [associated with defining] what 

is an appropriate amount of indigenous and non-indigenous community representation 

and voice” (pp. 106,108).  Additionally, she found that most of the educators surveyed 

were seeking out books that presented the island’s present day reality and that provided 

more information concerning Chamorro identity, culture, cross-cultural relationships, and 
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political issues.   Marsh-Kautz posits that because very few Guam history books have 

been written, each book has  

a significant impact and play[s] an important role in shaping insiders’ and 
outsiders’ understanding of the island’s community’ …  A statement concerning a 
person, practice, circumstance, or cultural feature can have, or be felt to have, 
“muted” meanings, differentiating between an “us” and “them” and imparting 
ethnic or cultural superiority and inferiority” …[and that] after hundreds of years 
of being little more than a secondary consideration in their island’s history, it is 
understandable that people question whether someone outside of i kestumbran 
Chamoru (the Chamorro culture) can convey i mañamoron Guahan siha 
perspective and voice in a representative manner (pp. 12, 55, 68) 
 

In considering how the limited availability increases the importance of the portrayals and 

inclusions in each book produced, Marsh-Kautz recommended that research into the 

island’s fiction be conducted to see what types of perspectives are presented.    

Summary 

Pacific literature seeks to strengthen the indigenous voice within the narratives of 

the Pacific Islands.  Examinations of bibliographies and critical essays on Micronesian 

literature highlight the fact that literature for all of Micronesia remains in its 

developmental stage.  Thus, the amount of available literary research is scant.  Flores 

(2002) and Torres (1991) revealed how Western authors have created templates for 

written literature within the region and how these templates have shaped Pacific 

Islanders’ perspectives of what a story should be.  Flores explored how Chamorro orature 

held a similar role and focus to its Hawaiian counterpart in establishing the native voice 

in historical narratives.  Torres examination of traditional stories revealed how the values 

emphasized in Chamorro legends were commentaries or reflections of the island’s social 

and historical contexts.  These studies point out how, even though a Chamorro’s literary 
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expectations have been influenced by Western artforms, these stories’ contexts have 

remained distinctly Chamorro.  With that realization, the question remains: what facets of 

the native Chamorro experience should be expressed in its literature? 

Flores and Torres’ studies set the stage for explorations of how the native 

experiences have been articulated in literature.  Indalecio (1999) explored the 

contemporary role of cultural narratives in Guam, finding that they are still valued for 

their ability to teach cultural beliefs and social expectations.  Marsh-Kautz (2002) 

examined the indigenous and non-indigenous representations in Guam’s history books.   

While these two studies cover the traditional and non-fiction genres, I was unable to 

uncover any study that dealt specifically with contemporary realistic fiction.  This study 

attempts to fill that gap. 
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CHAPTER 4: THE RESEARCH CONTEXT 

 

 This qualitative research study took place on the island of Guam, the 

southernmost island in the Mariana Islands chain and home to diverse cultural groups that 

span the globe from Europe to Asia and the South Pacific to the Orient.  Guam is 

considered “home” by the Chamorros, the indigenous population of the Marianas 

archipelago.  This case study of nine Chamorro teachers who interacted with 

contemporary realistic children’s literature set in Guam explores the cultural connections 

and cultural values they found within the books and how these connections influenced 

their reaction to the book as a story about their island.  Through the course of the study, 

these teachers read between three and eight books and shared their reactions and 

responses to the stories and to their depictions of the island and its inhabitants.   These 

responses were then analyzed to discover the connections these teachers made and how 

these connections played into their acceptance or rejection of the story as being about the 

Chamorro people. 

The Books 

Since the focus of this study is on cultural connections among Chamorro teachers, 

the books needed to provide glimpses of everyday life in the Marianas Islands.  Thus, 

even though the number of available books published within the last fifty years is limited, 

I developed criteria that would provide a myriad of experiences which may be possible in 

modern Guam: 
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1) The story is classified as realistic fiction, with one of the following 
subcategories: family stories, adventure stories, or relationship stories  

2) The story is set in the Mariana Islands (Guam, Rota, Tinian, or Saipan). 
3) The book was published within the last 30 years. 
4) The book was not published as part of an educational resource (e.g. basal 

reader, literature anthology, etc.).  
 

The first two criteria were used to narrow the focus to representations of modern 

Chamorro culture on Guam.  Because I was interested in exploring what today’s 

Chamorro readers saw as accurate images of themselves, I chose to focus on the genre of 

realistic fiction with its emphasis on exploring contemporary issues and real-life 

problems (Hancock, 2004, p. 130).  The second criterion narrowed the study to one group 

of Chamorros.  In addition to approximately 65,000 individuals in Mariana Islands, over 

90,000 Chamorros are reported to reside in the United States (Chamorros in the United 

States, 2001).  Thus, by choosing those books set in one of the Mariana Islands, I sought 

to narrow the focus to looking at representations of the culture as it is experienced in the 

home islands.  The third criterion reflects the idea that the types of problems that children 

face and want to see the main characters face in stories change over time (Hancock, 2004, 

p. 130).  Thirty years was used as a benchmark timeframe because it would include the 

beginning years of the Chamorro renaissance, allow some teachers to revisit stories they 

may have read in childhood, and stands at the far end of what is generally considered the 

boundary between realistic and historical fiction (25-30 years).  Finally, since books 

allow children to encounter people from cultures other than their own, I was interested in 

exploring what these teachers thought about those books that have become unofficial 

ambassadors to the Chamorro culture.  Therefore, the fourth criterion was used to remove 

those works that were developed for specific curricular objectives from the study and 
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further limit this study’s focus to those pieces of literature that are made for mass 

consumption.   

In all, ten books fit the criteria; eight of which were included as possible 

selections for the teachers (see Figure B).  Two titles were excluded from this study: one 

due to the inaccessibility of the book when the only copy known to be on island was 

weeded out of a school library and the other because, although it qualified as realistic 

fiction and contained human characters, the storyline fit more within the subcategory of 

animal stories than relationship stories.  At the time of the study, six of the eight titles 

were available at local bookstores and all titles were available through the Guam Public 

Library system. 

Because one of the research questions touches on the idea of cultural authenticity, 

these books were not prescreened for their literary quality or the presence of certain 

cultural attributes.  Instead, efforts were made to include as many different types of plots, 

island settings, and literary techniques within stories that were easily available to the 

general reader as possible.  For example, I included Endless Summer because its 

publication date places it on the border between realistic and historical fiction and 

because it integrated Chamorro and English into the story (the characters code-switch 

between Chamorro and English).  These attributes presented the opportunity for the 

teachers to consider what is traditional and what is modern in terms of cultural values and 

expectations.   

Three books were useful in presenting different family configurations.  The story, 

Dolphin Day, focused on the interactions between an off-island cousin and a local cousin.  
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Another advantage to this book was it was one of two books I found that had male 

protagonists.  Isa’s Avocado Tree was included in this study because it provided a family 

story in which multiple generations interacted with each other, providing the teachers 

with an opportunity to examine family roles and relationships.  I included Lola’s Journey 

Home, a semi-autobiographical book, because it contained an unusual family situation 

where the main character is not ethnically Chamorro but was reared within a Chamorro 

family, thus encouraging a look at the different possible definitions of family and of 

Chamorro.  These attributes provided the opportunity for the teachers to consider how the 

idea of family fit into the structure of Chamorro culture.   

I also included three books that incorporated storytelling into the plot.  Duendes 

Hunter incorporated traditional tales and a child’s curiosity into a single story about a 

little girl’s quest to find a duende.  Songs of Papa’s Island shared the adventures of a 

mother and father awaiting the arrival of their unborn child.  This story was unique in that 

references to Guam were inferred rather than stated directly.  Grandma’s Love directly 

tackled the issue of cultural values, was written in both Chamorro and English and was 

written by a long-time (30+ years) Guamanian resident.  These situations provided the 

opportunity for the teachers to consider how stories are (or should be) shared as well as 

what role the outside environment plays in Chamorro life.   

I included one novel, Keeper of the Night, for several reasons.  First, it was 

included because it touched on contemporary social issues (e.g. suicide, drug use) but 

was set in what is considered to be a culturally rich part of the island, the South.  Second, 

it was included because this novel was written by a nationally acclaimed children’s  
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Dolphin Day by Evelyn Flores 
This picture book relates the story of a young Chamorro boy who returns to Guam after 
living in the U.S. mainland to visit with his island relatives.  While trying to figure out 
how to fit in, statesider George becomes embroiled in a battle of wills with his local 
cousin Frankie who believes that his stateside cousin is stuck up and a show off.   
 
Duendes Hunter by Evelyn Flores 
In this story, a grandmother tells her young granddaughter about duendes, little sprite-
like beings that inhabit the island’s boonie regions.  Fascinated, the young girl sets off in 
search of these supernatural beings and, in the process, encounters flora and fauna that 
live within the island’s jungle.   
 
Endless Summer: An Adventure Story of Guam by Marsha Wellein 
Written in 1976, this novella about two brothers dealing with changes within the family 
after their father finds a new love is the oldest selection within the set of books.   
 
Grandma’s Love by Dottie Winterlee 
Set up as a bilingual (and later as a trilingual) book, this story has a grandmother sharing 
advice with her grandchildren, reminding them of the cultural ideals that are important 
to her. 
 
Isa’s Avocado Tree by Evelyn Flores 
This story follows Isa, a young girl who wishes to have her own avocado tree.  When 
her seedling is threatened by an upcoming typhoon, Isa tries to find a way to save it.   
 
Keeper of the Night by Kimberly Willis Holt 
In this book, Isabel’s family is still recovering from her mother’s suicide.  Isabel, the 
oldest sibling, takes on the role of mother and must be strong for her brother and sister 
while they individually struggle to understand their mother’s death and their father’s 
absence while he is lost in his grief.   
 
Lola’s Journey Home by Victoria Lola Leon Guerrero 
Lola’s parents decide to return to Guam so that they are near family. This book follows 
Lola’s relationship with her grandmother and how Lola finds her place within the family 
once she discovers she is adopted.   
 
Songs of Papa’s Island by Barbara Kerley 
This tale follows a mother and father’s adventures through Guam’s natural 
environments.  In this chapter book, a little girl asks her mother to tell her stories about 
the island where she was born and is told about the deep blue ocean, the lush green 
boonies, and a comical tale in which her parents save a family of frogs.  This book was 
selected because the author is Guamanian and wrote from her own experiences.       
 

Figure B: Realistic fiction books included in the study 
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author who resided on Guam as a child.  Finally, I included the book because it was the 

book that started me on this inquiry. 

The Teachers  

This study explores the issue of authenticity through the perspectives of members 

of the Chamorro community, in particular through Chamorro teachers.  While valid 

reasons exist for examining the responses of other sections of the Chamorro community 

(e.g. the mañaina or community elders), I chose to focus on Chamorro teachers in Guam 

because they are positioned to directly influence children’s perspectives about culture.  

As public laws were passed that mandated the teaching of Chamorro language & culture 

and of character education, teachers have inadvertently become cultural agents in Guam.  

In this sense, teachers become catalysts for both academic literacy and cultural literacy.   

With this in mind, the participants were selected to show a wide array of living 

experiences in order to capture a variety of cultural interpretations.  Because this study 

looks at cultural authenticity and cultural identity formation, the comments and 

evaluative remarks must come from Chamorros.  Thus, the primary criterion was that the 

person must identify him or herself as being of Chamorro descent.  For this study, I used 

the broadest definition of Chamorro; that is, “native inhabitants of the island of Guam [in 

the year] 1899 or their descendents” (Organic Act of Guam, 1950).  This small choice 

was important and deliberate because, in recent years, attempts have been made to refine 

the definition so as to include only those people who speak the language.   

Additional criteria were then used to broaden the range of responses.  Because 

this study sought to explore the breadth of authentic representations within one culture, 
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participants representing a range of cultural interpretations were needed.  Therefore, 

participants were selected so they represented various teaching and life experiences as 

well as a wide spectrum of social backgrounds.  Purposeful sampling was used to ensure 

a wide range of experiences.  First, participants were selected in order to capture the three 

geographic divisions on Guam and variations within the culture.  In addition, special care 

was taken to include both men and women of various ages and to select participants to 

show the breadth of living experiences.  For example, half way through the study, it was 

discovered that all participants spent significant amounts of time on a ranch (a rural 

property that is used to grow produce or raise livestock) so another participant was 

included to represent those Chamorros who did not own land and/or those who have had 

little to no experience working on a ranch.   

This study drew its participants from two venues: first from a professional 

development course for secondary teachers and then from recommendations of 

colleagues and other participants.  The first round of participants were drawn from a 

professional development course in which secondary teachers were invited to reach 

beyond the island’s traditional literature and to look at contemporary fiction as a way to 

“revive and maintain the language and culture of the indigenous people of Guam” (GPSS 

Chamorro Studies and Special Project Division Mission statement) by highlighting that 

the Chamorro culture is a part of the everyday experiences of Guam’s youth rather than a 

part of their past (Wolf, Ballentine, & Hill, 2001).  Over the course of three months, the 

teachers read and responded to fourteen pieces of literature, which included both 

traditional and contemporary realistic fiction, that were set in Guam or the Mariana 
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Islands.  After the teachers had read and responded to the traditional literature, a request 

for participants was made and informed consent was sought.  Because I was also the 

instructor, steps were taken to ensure that the teachers voluntarily consented to 

participating in the study.  With a proxy present, I introduced the study, explained the 

consent form documentation, talked about the participants’ right to volunteer or decline 

participation, and answered questions related to the study that the teachers had.  

Afterward, I left the room and a proxy oversaw the consenting process, received the 

informed consent documents, placed them into an envelope, sealed the envelope and kept 

it in a locked safe until after grades for this course were turned in.    

Out of this course, five individuals fit the criteria with three consenting to 

participate in the study.  Two teachers were invited to participate and one completed the 

case study requirements.  The third remaining qualifying individual was set aside (and 

later excluded) from the study after expressing having personal differences of opinion 

with one of the authors and I was concerned that the participant’s bias of the author may 

be reflected in the data and skew the study’s findings.  Since it was known that another 

round of participants would be needed in order to complete the study, I decided that this 

individual’s data would be excluded if another participant with similar qualifications 

made similar comments but if no one else took a similar stance that I would return back 

to this participant for inclusion in the study.  Ultimately, another teacher did present 

similar comments as this individual and that second teacher’s data was included in the 

study. 
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The second round of participant selection used a combination of a snowball 

sampling and purposeful sampling methods.  After the end of the course, the teachers in 

the professional development course and colleagues made recommendations for possible 

participants.  These individuals were invited to participate and, upon receiving a verbal 

assent, I would meet with these individuals to inform them about the study, its 

requirements, risks, benefits, and their rights as a participant.  If they still expressed a 

willingness to participate, they were given an informed consent form and asked by what 

name they wished to be called in the study.  In order to ensure that they willingly 

volunteered to participate, I left the room after discussing the informed consent process 

so that they could read and sign the informed consent document.   

As each teacher began the study, I periodically checked to see that the teachers 

came from various demographic areas and others were invited to participate in order to 

maintain as heterogeneous a population as possible.  Through these methods, a total of 

fifteen teachers consented and nine teachers completed the study.  The nine teachers who 

were selected represent the diversity of social and educational experiences within the 

Chamorro community in Guam.     

Dolores, a quiet woman with over thirty years of teaching experience, is married 

and a mother of seven children.  Dolores was reared and has lived in the central part of 

the island for most of her life.  As a child, she lived in an extended family situation where 

she interacted daily with her grandmother and other relatives.  In reflecting on her family, 

Dolores recalls her grandmother being an important part of her upbringing, stating that 

many of her values about family and life came from her grandmother.  Today, ties to her 
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family remain strong as she explained that, even though she is married, Dolores still 

wants to be identified as part of her family as well as that of her husband’s.  Explaining 

her career as a teacher, Dolores said it was a natural choice for someone who played 

school by “teaching [her] uncle”, became a student peer tutor, and who was not “cut out 

to be a clerk” at a time when career choices for women were either teaching or clerking.  

Having taught English and French classes for over thirty years, she still finds great 

satisfaction in her career choice, “I can’t imagine veering away from the learning 

environment” (7/27/2005).  While she appears reserved and docile, Dolores receives a 

high level of respect from others.  In the class on Mariana Islands children’s literature, 

Dolores became the voice of authority for both non-Chamorro and younger Chamorro 

teachers who valued her opinion on issues of the Chamorro culture.   

Ted, a writer in his mid-thirties, teaches Chamorro in a central high school and 

sings in his village church’s choir.  A single father pursuing a master’s degree in 

education, Ted and his son resided in the family home with his parents, his older brother 

and his niece.  While he cannot tell many childhood stories, Ted remembers splitting his 

time between his mother’s family in the village of Mangilao and his father’s family in the 

South and of times that he spent with his cousins and his grandmother making titiyas.  He 

explains that even though his family resided in the central part of the island, all his 

experiences dealing with culture come from his interactions in the South.   

JP* (pseudonym), divorced mother of four children, is a second career teacher 

who came into teaching when a friend encouraged her to apply for emergency 

certification when a call was put out for fluent Chamorro speakers to teach Chamorro.  At 
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the time of her participation in the study, JP taught Chamorro language and culture at a 

northern elementary school and catechism for her village church.  Born in Saipan and 

reared on Guam, JP was ma poksai, reared first by her grandparents and then by her 

mother’s first cousin.   As the oldest of six, JP had “responsibilities of house chores, 

running errands, and [taking] care of [her siblings’] safety” (4/12/2005).    JP’s parents’ 

stories tended to be stories of experience “never something [that was] out of the blue” 

(4/12/2005), recalling that her father would tell stories about his growing up and her 

mother would share duendes stories.  Over the course of this study, JP completed her 

education degree at the local public university.  

Mary* (pseudonym), a novice teacher who was in her second year of teaching 

when she began this study, teaches history at her alma mater, a private Catholic high 

school.  Single and in her early thirties, Mary shares the family home with her brother 

and his family.  Mary was born on Guam but resided in Guam and off-island during her 

elementary and middle school years because of her father’s military service.  Mary lived 

in a complex extended family situation.  When her family was on Guam, they shared a 

home in the village of Agat with her grandma and grandpa (her mother’s parents) but 

Mary and her brother would spend their weekends with their Nana and Tata (her father’s 

parents) at the ranch.  In addition, because there was a ten-year gap between Mary’s 

father and his brother and sister, her father also helped to rear his brother’s children and 

Mary’s Nana was considered the family matriarch so they always had various relatives 

around.  Despite her grandparents speaking to her in Chamorro and the fact that she could 

speak fluently before they left island, Mary does not consider herself fluent anymore.  



 124

Mary has become the family’s history keeper because she was the one her grandmother 

always told stories about who she’s related to and how they are related as well as 

traditional tales. 

Roland, a sports enthusiast in his early 30s, is married with two children.  Roland 

teaches science at a private all-boys high school on Guam but plans to pursue an 

advanced degree when his children get a little older. With his heritage being thirty per 

cent Spanish and the rest Chamorro, Roland figures he is “as pure as it gets” (10/7/2005).  

While he explains that Chamorro culture is what he knows best, he admits that that 

understanding was tested when he visited the Philippine Islands because of the 

similarities.  Although his family owns property in Saipan and in northern Guam, Roland 

grew up in the central village of Barrigada with his parents, an older developmentally 

disabled brother and a younger sister.   He took on the role of oldest child, being in 

charge of the house, making rice, and watching after his brother and sister.  When he was 

younger, he would stay with his grandparents on weekends, raising “pigs, chickens, 

grow[ing] corn” (10/7/2005) at the ranch and where his grandparents would speak to him 

in Chamorro and that his grandmother would share stories about their experiences in 

World War II with him.  After going to public and catholic schools on island, Roland 

became the first person in his family to graduate from an off island university.    

Faye, an avid reader in her fifties, worked as a curriculum specialist and taught 

part-time at a northern high school during the time of this study.  Faye and her seven 

brothers and sisters grew up in a strict household where all social activities were either 

attended by the entire family or were closely chaperoned by a relative, such as a younger 
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sibling.  Even though she spent her life hearing her “mother speaking Tagalog, [her] 

father English and paternal grandma speaking Chamorro,” Faye admits that she does not 

speak Chamorro very well, attributing this fact to being fined 25 cents for each time she 

spoke anything but English in school.  Identifying herself as Chamorro-Filipino, Faye 

says that because her “mother and father are two different ethnicities, [she is] very 

sensitive to culture, … to what traditions and culture dictates” (7/11/2006).   Even though 

Faye grew up in a traditional household, Faye and her children see her as being more of a 

progressive woman.  Her daughter, Krystal (also a part of this study), describes her 

mother as the atypical grandmother, the kind who would teach her grandchildren how to 

slide down the stairs on a cookie sheet rather than bake cookies on it and Faye admits 

she’d more likely spend a Sunday afternoon taking her grandchildren to the movies or 

shopping than baking cookies.   

Krystal, the outgoing daughter of Faye, is part Chamorro, part Filipino, and part 

Caucasian but identifies more closely to her Chamorro heritage because she has “spent 

[her] whole life on Guam.”  With both her parents teaching, Krystal “grew up in schools” 

and knew she wanted to teach by the sixth grade “we wrote an essay on what we wanted 

to be when we [grew] up… my essay was ‘I want to be a kindergarten teacher’ and that 

was just it, that was my goal.”  Having taught kindergarten for approximately ten years, 

she has a vivacious and bubbly personality that seems contagious and a commanding yet 

gentle voice that endears her to her students.  When not teaching, she has responsibilities 

to her husband, their new baby as well as to her blended and extended families, which 

include her mother, her sister and her family, her husband’s two children and her in-laws.    
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Growing up, Krystal was cared for by her mom’s mother as a preschooler and then cared 

for by an older couple that she called “Grandma” and “Grandpa” after her grandmother 

passed away and her grandfather moved to the Philippines.  Crediting her passion for 

reading to her mother who would “buy paper bags full of books” and a reading specialist 

grandmother who would “send books for every occasion”, Krystal describes herself as an 

“avid reader” who “reads everything [she] can get her hands on” (11/9/2005).  Intrigued 

by her interest in reading and looking for a way to better help her students learn to read, 

Krystal earned a master’s degree in reading and literacy during this study.   

Kiko* (pseudonym) is another second career teacher in his forties who teaches 

Chamorro language and culture at a northern high school.  At the time of the study, Kiko 

was taking undergraduate courses at the local university.  Kiko explains that his 

grandmother took responsibility for him and raised him in a very traditional manner so he 

sees himself as very old fashioned today.  He was reared entirely by his widowed 

maternal grandmother who taught him Chamorro (which he considers the most precious 

gift she could have given him) and the value of working hard.  Growing up, Kiko 

attended private school during the week and work at the family’s ranch or help the family 

fish in Tumon on the weekends.  By the time he was eight or ten years old, he realized he 

was different from his peers because he knew how to speak Chamorro and knew that his 

ability to speak would work to his advantage.  Kiko explained that his understanding of 

how culture works came from the culture shocks he received living in the mainland and 

by watching his deaf daughter interact within the deaf culture.   
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Eric* (pseudonym), a young cultural activist in his thirties, exemplifies the 

enigma of the south.  His designer clothes and spiked hair are offset by his simple 

footwear (zories) in a swanky coffeeshop and shows his southern pride by reacting to 

others questioning his being from the south, by asking ”And how do people from 

Malesso dress?”  This middle school teacher grew up in Malesso and attended mostly 

public schools on Guam with a short stint at a local Catholic preparatory school for boys.  

While Eric admits he “is not a reader,” he explains that stories were a part of his growing 

up as he recalls evenings at his family’s beach when his grandmother would tell stories 

about the family or about taotaomo’na.  “I remember there were stories that would scare 

me, stories that would make me laugh,…[the stories] were not fictitious, they were more 

about the war or how to make soap” (4/11/2006).  After graduating from a local public 

high school in the southern part of the island, Eric attended a stateside university where 

he had a cultural epiphany.  Surrounded by others who he felt “had a rich culture, [he] 

realized [he] needed [his] identity” and returned to Guam during the summers to learn the 

Chamorro at the University of Guam and developed a passion for cultural dancing after 

“getting involved in the cultural arena.”  Realizing his fortune “grow[ing] up in a family 

where he heard Chamorro spoken,” Eric feels his role as a cultural arts teacher is not just 

inform his students about the Chamorro culture, but to “market the Chamorro culture 

because today’s kids are more worldly than [his] generation” (4/11/2006).  

In all, there were four male teachers and five female teachers, with two sets of 

relatives (one mother and daughter, two distant cousins).  One man and three women 

were older than forty years of age.  One teacher grew up in the northern part of Guam and 
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another resided almost entirely in the South.  One teacher resided in the central part of the 

island but spent a significant amount of time in the southern end of the island.  At least 

two teachers had ancestors from Saipan, one had a Filipino parent, and one had a 

stateside parent.  Two were adopted with one reared entirely ma poksai (traditional 

Chamorro adoption) and the other reared ma poksai and later legally adopted.  At least 

one grew up in a family with very limited financial means.  Three are fluent or near fluent 

in the Chamorro language yet another understands both Chamorro and Filipino.   Four are 

Chamorro language or culture teachers and one teaches science.  Two were second career 

teachers and two others had over twenty years of experience in education.  One teacher 

spent little to no time on a ranch.  Three teachers lived both on and off island as children.  

Two held ministry positions within the Catholic Church and two identified themselves as 

Protestants.  Three acted in the position of the eldest child within their family and one 

was an only child.  Thus, a variety of social and cultural experiences were captured 

within this set of teachers.   

Data Collection 

Data was collected from February 2005 through October 2006 and in December 

2007 in a variety of situations, namely a professional development course that ran from 

February to May 2005, interviews and individual or small group literature discussions.  

While I culled data from different situations, there was a general pattern in which I 

collected the data.  Each participant was first interviewed to find out about his or her 

personal history as well as his or her first thoughts about what constituted the Chamorro 

culture.  Next, the participants spoke about the books they chose to read in either one-on-
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one sessions or small group literature discussions.  Finally, they each participated in a 

closing activity in which they outlined what factors, attitudes, and values created the 

Chamorro culture and then used these models to explain how the books presented a 

Chamorro or a non-Chamorro perspective. 

In order to answer the three research questions, I relied upon interviews and 

literature discussions as primary sources of data.  Participant generated artifacts, in 

particular written reflections, the lists and comparative tables that resulted from an 

exercise on Generative Theme Connections (Short, 2004), served as secondary data that 

correlated or elaborated upon ideas that emerged from the primary data.  

Interviews/Literature discussions 

The primary source of data came from the interviews and literature discussions.  

These sessions were participant driven with the teachers choosing which books would be 

discussed, the appointment times, as well as the how long the session lasted.  Some 

participants addressed multiple books in a single sitting lasting two or three hours and 

others spoke about one or two books during their thirty minute lunch breaks or teacher 

prep times at school.  In those instances where multiple books were discussed, the 

participants were reminded of the time at the end of each book’s discussion and asked if 

they wished to stop or continue.  In addition to choosing the meeting times, the 

participants chose the meeting locations to ensure that they felt comfortable and secure in 

sharing their comments, thus data was collected in my office, school libraries, conference 

rooms, the teachers’ classrooms, popular eating establishments, teachers’ homes, and at 

historical sites.  While the varied nature of these meeting sites brought unique obstacles, 
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such as the availability of electrical outlets, background noises, it was important because 

the more comfortable the participant felt in their environment, the more relaxed they 

appeared in sharing their comments.   

Most interviews and discussions were one-on-one sessions with the participant 

and the researcher.  Two teachers participated in small group discussions after one 

teacher expressed a preference to having another person in the conversations.  While it 

was initially hoped that the participants would participate in small literature groups 

because that format encourages participants to see other points of view and to discuss 

these differences, the one-to-one arrangement was necessary for practical and cultural 

reasons.  Due to the varied work, home and school obligations of the teachers, it was 

difficult to find a time where groups could meet so single person discussions allowed the 

teachers to read the stories at their own pace.  Culturally, the one-to-one arrangement was 

important because consensus and harmony are an important part of the Chamorro 

mindset.  As became apparent in the professional development course, the more 

traditional Chamorros tended to be very reserved in their comments in a group setting.  

At times, it was noted that one person would make a single comment that the group 

would take as the final word and shut down the entire conversation.  However, if alone, 

these same individuals would express themselves openly and provide more detail in their 

comments because they did not need to be aware of who was listening.  Thus, this 

arrangement allowed a level of anonymity and security so that the teachers could share 

their initial thoughts with minimal discomfort.   
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The interviews themselves were semi-structured using open-ended questions.  

Biographical questions were asked in order to provide a sense of the person and also to 

discover how they practice their culture.  In addition, these questions helped to get a 

glimpse of their understanding of the Chamorro culture, such as what social practices or 

events they consider to be a part of the Chamorro culture and which practices they 

valued.  Each session was audio-taped and then transcribed.  Transcriptions were given 

back to the participants for verification and so they have the opportunity to clarify or 

make additional comments. 

Similar to the initial interviews, the literature discussions were semi-structured 

conversations using open-ended questions.  The discussion of each book began with a 

question that sought the participant’s initial impression of the book and their opinions of 

the main characters.  The literature discussions led with the prompting questions that 

researcher provided to each participant with their notebooks so that the participant was 

familiar with the question format.  Follow up questions focused on particular points or 

ideas that emerged from the conversations and covered the topics of literary quality, 

personal connections, cultural images and their impressions of the story as a depiction of 

their island and their culture.  These discussions were audiotaped and later transcribed.  

The transcriptions were returned back to the teacher for review and further comment. 

While the ideal situation would be to observe a group of teachers discuss the 

books, I was aware that I would be taking a more participatory role in this study because 

the majority of the discussions were conducted one teacher at a time.  Thus, I took on 

participant-observer and facilitator roles.  One role that I was most cognizant of was that 
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of participant-observer.  In the professional development course, I realized that as their 

instructor, my comments would have some influence over their thoughts on the books, 

such as what were important features to consider or what representations would be 

important inclusions.  In the meetings with individual teachers, I found myself being 

drawn into discussions when the teachers asked me my opinion of the stories and wanting 

to engage me in a literature discussion.  Similarly, I was very cognizant this study 

represented the first opportunity I had to share books set on my island with other 

Chamorros and that I would naturally be inclined to want to share my thought and 

opinions.  I found myself wanting to keep silent because I did not want to influence them 

but the reader in me was also wanting to get other Chamorros’ perspectives about 

particular events in the stories that I found intriguing.  In order to minimize my influence 

on the participants’ initial comments, I was very cautious about how much I said as well 

as when I entered into a discussion, giving them as much berth to develop and share their 

own thoughts before asking my own questions.  Also, at times, I took on the role of 

discussion facilitator who ensured the teachers felt safe sharing their opinions (especially 

when the teachers expressed concern that they were not readers and were being asked to 

participate in “literary criticism”) and who tried to get the teachers to delve deeper into 

the comments they made so that we both could gain a better understanding of the 

meanings behind their connections.   

Near the end of the data collection period and into the data analysis, I discovered 

that the connections captured in the study did not directly correlate to the types of cultural 

values described in scholarly literature.  The teachers were then invited to review their 
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comments and to help me link the connections they made with the cultural values they 

spoke about.  Thus, the participants participated in a large group discussion where they 

used the examples captured in the chapter on cultural connections as well as those they 

brought up in the conversations to explain how each type of connection fit into their 

collective understanding of Chamorro cultural values.  This last exercise showed that the 

teachers understood that others may not prioritize cultural values in the same way they 

did and that they were interested to see how their personal understanding compared with 

other versions of “Chamorro”.  

Participant Artifacts 

In addition to their verbal discussions of the books, the teachers engaged in 

written activities that became useful sources of additional information and as a way to 

back up what the teachers were sharing orally.  These artifacts, namely written 

reflections, Generative Theme Connections exercise, and comparative tables, captured 

their initial thoughts as well as provided them with visual cues during the subsequent 

discussions.   

Written Reflections 

First, each participant had a notebook to write down their thoughts as they read or 

to capture ideas that they wanted to share.  Some teachers explained they felt more 

comfortable expressing themselves verbally so used the notebook to jot down words or 

phrases they wanted to revisit in the discussions.  Others used the notebook as a journal 

to write full reflections of their thoughts and feelings towards the reading experience.  

These reflections were intended to be a primary source of data; however, when most 
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teachers showed ease in discussing their comments but expressed concern over writing 

their ideas down, this notebook became a secondary source of data that correlated with 

ideas they expressed during the conversations.   

Cultural Models and Comparative Tables 

Second, the teachers participated in activities that generated artifacts that reflected 

their thinking about cultural values and cultural representations in the books.  After 

reading and discussing their set of books, the teachers participated in a multiple part 

activity which encouraged them to think about whether or not they believed each story is 

a valid representation of their culture.  First, they participated in a Generative Theme 

Connections (Short, 2004) activity that encouraged them to think about their own model 

for Chamorro culture before considering how the books they read fit within that 

definition.  In this activity, the participants were asked to write down ideas, practices, or 

cultural values that they associate with being Chamorro.  After five minutes of 

brainstorming, the participants individually chose three to six words that they felt were 

the most important on their list and considered why these ideas were important to them as 

a Chamorro person.  These words were then compiled into a list which the participants 

then used to group similar ideas and create categories regarding Chamorro culture.  As a 

way to create uniformity in the delivery method of this exercise and to provide similar 

word choices between the participants in the professional development course and the 

participants who engaged in individual discussions, the list generated from the teachers in 

the professional development course was also presented to the individual teachers for 

their consideration.  
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Next, the teachers were asked to group similar words together in order to create 

categories related to the Chamorro culture and to think about how these related to the 

Chamorro cultural value system.  Afterwards, in order to ensure that the teachers had an 

understanding of how a cultural value system could be arranged, they were introduced to 

different scholarly interpretations (in particular, Cunningham’s (1992) chapter on cultural 

values and Sellman’s (1994) synopsis of moral philosophy) of Chamorro cultural values.  

The teachers were then given the opportunity to revise their working model if they found 

ideas within the different interpretations they wished to incorporate into their own 

models.   

These working models then became the basis for the final part of the activity.  The 

teachers were asked to separate their text set according to whether they felt each book 

provided a valid representation of the Chamorro culture.   As a way to have the teachers 

capture their thoughts on paper, I provided the teachers with a comparative table with the 

headings of “Chamorro”, “Guamanian” and “Neither” (see Figure C) and instructed them 

to write the titles under whichever category they felt the title best fit according to the 

model they devised in the previous exercise.  This chart then became the outline that the 

teachers used in talking about what factors or elements were important in their decision to 

place a particular title in that category as well as became a visual representation of their 

individual analyses for cultural authenticity. 
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Chamorro Guamanian Neither 
 
 
 
 

  

Figure C: Example of Comparative Table 
 

Data Analysis 

 
I was most interested in exploring what the teachers connected with and how 

these connections lined up with their cultural understandings.  In order to make sure that 

the discussion illustrated their lived culture, I employed a method that allowed for the 

connections to emerge from the data rather than a content analysis of pre-determined 

categories was preferred.  Thus, the data was analyzed using a constant comparative 

analysis method (Glaser & Strauss, 1967).  Because each research question required a 

slightly different approach to developing its initial categories, I will discuss the method of 

data analysis in terms of each research question.  

The focus of the first research question was to explore those connections related 

to Chamorro culture that the teachers made in their reading experiences. In order to 

answer the question “What cultural connections do Chamorro teachers make with the 

children’s books from Guam?”, the data was analyzed using the constant comparative 

method (Bogden & Belkin, 2003; Glaser & Strauss, 1967).  With this question, analysis 

began informally at the beginning of the data collection period and continued through the 

entire collection phase.  During the discussions with the first few teachers, two ideas that 

appeared in the teacher’s talk stood out for me as odd yet intriguing: resiliency and 

cousins.  The question of how these connected to the idea of Chamorro culture emerged.  
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Then, as more teachers entered into the study, I took closer note of what connections 

these new participants made related the ideas of resiliency and cousins.  

Others categories emerged during an iterative review of the data. Once a 

significant body of data had been collected (approximately six participants) and 

transcribed, I reviewed the transcripts repeatedly, looking for other words, phrases, ideas, 

issues or comments about the story, the physical book, the authors’ writing ability, and 

literary or cultural elements in the story.   From this process, comments and connections 

were coded into the categories of family, relationships, respect, food, flora & fauna, 

nature, spirits/supernatural, being outside, being Chamorro, physical appearance, 

language, hospitality, cooperation and obligations emerged from the data.  As analysis 

progressed, the broad category of Family was refined into an encompassing theme 

“Family is Everything” under which the teachers’ responses were divided into the types 

of roles and responsibilities that individuals play within the family, the organizational 

structure of the family and the relationships that form within the extended family.  In this 

theme, the teachers’ responses illustrated ways in which the extended family works and 

becomes a social construct within the Chamorro culture.  Next, the ideas of respect, 

hospitality, cooperation, and obligations were merged under the category of Chamorro 

Spirit and were combined with Physical Features and Being Chamorro under the theme 

Identifying Chamorros.  In this theme, the teachers’ responses focused on the physical 

and character attributes that signaled to the reader that a character was Chamorro.  The 

final theme, Survival, was constructed from the comments related to the Chamorro 
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people’s resiliency in the face of natural disasters and personal tragedies and the survival 

of cultural artifacts and practices that have helped the culture to endure.   

Initially I was also interested in seeing if there were differences in the responses if 

the teachers were connecting with a book written by a Chamorro author or by a non-

Chamorro author.  Thus, I had begun collecting data to answer this question and color 

coding the data elements according to the author’s ethnicity, cultural identity and terms of 

residence in the Marianas.  However, as data collection and analysis progressed, I found 

that the teachers made little distinction in their comments relative to this issue and so 

decided to discontinue this line of research.   

Data analysis for the research question “what do Chamorro teachers identify as 

the core values from these cultural connections?” also relied on an inductive method of 

analysis, constant comparative analysis (Bogdan & Belkin, 2003).  Because the question 

looked at what the teachers considered to be the core values, my analysis focused 

primarily on those categories that the teachers collectively seemed to place in high value.  

This initially appeared to be problematic because many Chamorros still observe a 

common practice of avoiding confrontation.  For them, confrontation is not limited to 

face-to-face disagreements but can also occur when it appears that one individual is 

establishing guidelines that others should take as final or absolute.  Some of the teachers 

in this study chose to speak about the Chamorro culture only in terms of their personal 

contexts, suggesting that their defining cultural values as an abstraction could possibly be 

seen as confrontational.  In other words, they chose to provide their personal experiences 
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of culture as their way of participating without creating tension.  In doing so, they 

provided multiple personal definitions for the different cultural values.   
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Figure D: Cultural Connections Themes 
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The initial category codes for this question were drawn primarily two particular 

data sets, the Chamorro cultural values models that resulted from their Generative Theme 

Connection activity and their biographical interviews in which they were asked to 

describe what traditions they practiced in their homes.  From this method, the teachers 

revealed that they held four values in common, namely inafa’maolek, respetu, family and 

faith.  While their models provided me with the teachers’ conscious ideas of what 

constituted the Chamorro culture and a few examples of how these values were carried 

out in the books, the descriptions of cultural practices that they made in their biographical 

interviews further shaped the category codes by providing practical examples of how 

these values were carried out in the lives of various Chamorro families.   

Iterative readings were then conducted of the full data set which helped to provide 

examples of what meanings were attached to these values as well as how the values were 

represented in the books.  As analysis progressed, I became more aware of the fact that 

these values served as broader umbrella categories.  With that in mind, I began looking 

closer for the similarities and differences in the comments they made about each value 

and discovered that the teachers’ comments revealed various ways in which these values 

are carried out.  Thus, the initial categories became the themes and the data was divided 

into subcategories.  For example, their comments about Inafa’maolek were divided into 

three categories: support/working together, harmonious, and responsible.    

These iterations were also useful in revealing categories that appeared to have 

significant value but that did not show up on their models.  Through this process, I 

noticed that the teachers placed emphasis on the acts of manginge’ and mamahlao.  After 
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additional categories were revealed, a final review of the data was conducted for further 

examples of these new categories.   

The final research question explored the idea of cultural authenticity by focusing 

on how these teachers’ perceived the depictions of contemporary life on Guam and the 

core values of the Chamorro culture.  In contrast to the first two questions, data analysis 
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as main components of the culture), became the categories for their individual 

discussions.  Next, I looked across the set of responses to see where the teachers’ 

comments converged or separated with the various representations.   

 As I began thinking about how to analyze the data for this question, I intended to 

examine the teachers’ responses with two predetermined categories, positive and negative 

representations.  However, these categories became blurred as I noticed the teachers were 

offering explanations between authentic Chamorro representations and valid Guamanian 

representations and how these differed from inauthentic Chamorro representations.   

In the data collection section, I outlined an activity in which the teachers created 

their personal model of Chamorro culture and then used it as their initial framework 

while considering whether each book they read presented a Chamorro perspective, a 

Guamanian perspective, or neither.  These categories were supposed to encourage the 

teachers to consider what representations they considered unique to the Chamorro 

perspective, which constituted a generalized islander culture, and which portrayals went 

so far beyond their understanding of Guam’s culture.  The teachers were then to 

recategorize those they listed in the general “Guamanian” category into either an 

authentic Chamorro perspective or Inauthentic Chamorro perspective.  As data collection 

progressed and data analysis began, some teachers resisted removing that category by 

shuffling the books into the Guamanian category rather than away from it.  In those 

instances, the teachers redefined the Guamanian category so that it encompassed 

representations of different cultural groups that call Guam home.   These acts of 

resistance set new categories, Chamorro, Guamanian, and Neither, that I used to code the 
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data.  So rather than looking simply at what these teachers saw as authentic/inauthentic 

representations of Chamorro culture, I began examining their comments for what they 

saw as authentic representations of Chamorro culture, what representations they saw as 

being valid for other cultures in Guam, and what representations were inauthentic to 

either.   

   Thus, for the final question, data analysis was comprised of two analyses.  The 

categories from the first phase of analysis were derived directly from the teachers’ 

comments and work on a comparative chart at the end of their discussions.  In the second 

phase, the analysis began from predetermined categories but was later expanded to 

include categories that the teachers defined through their actions and discussions.   

Summary 

 
 This chapter served to outline my research process.  In this study, I was primarily 

interested in looking at Chamorro teachers’ initial impressions of children’s literature set 

in Guam and to determine which cultural concepts they found properly represented their 

island and their culture.  Because I was interested in looking at their initial reactions and 

their perceptions of the portrayals of the island and the Chamorro culture, this study was 

set up as a qualitative case study with nine teachers who were purposefully selected to 

reflect the diversity of the Chamorro cultural experience.  These nine teachers read and 

responded to between three and eight realistic fiction stories that were set in one of the 

Mariana Islands.  The data from these interviews and literature discussions became the 

primary data and artifacts they generated in relation to the books served as secondary 

data.  In order to look at what connections, concepts, images or values the teachers 
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believed were authentic representations of themselves and their culture, I used inductive 

analysis to study the teachers’ perceptions about the portrayals of the island, the 

Chamorro culture and the system of values they found within a set of contemporary 

realistic fiction books set in Guam. 
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CHAPTER 5: CONNECTIONS TO CULTURE 

 

Responses to literature are influenced by the reader’s personal life, cultural beliefs 

and experiences.  As such, readers may make references to culture in any reading 

experience.   When a reader encounters a text that is set within his or her own cultural 

experience, the reader is often able to make concrete cultural connections that allow that 

individual to explore what he or she believes about the culture.  While exploring books 

that featured a Guam setting, Chamorro teachers were asked to comment on the way the 

island and the characters were depicted in several books in order to examine what types 

of connections they made with the stories.   

A reading experience has the potential to transform the reader when that 

individual finds a meaningful connection within a story and that discovery leads to a self-

exploration or a reconsideration of what he believes and understands (Rosenblatt, 2002).  

A plethora of researchers have investigated how children’s literature reflects a culture.  

Some have focused on how children’s literature becomes an agent for cultural identity 

formation and are relevant to this study.  Diakiw (1997) contends that children’s literature 

has the power to influence not only cultural norms but also the identity of a nation or 

region.  Nodelman’s 1997 study of adult responses to what was Canadian about Canadian 

children’s literature and Pantaleo’s 2001 dovetail study focusing on children’s responses 

discovered that that references to regional geography, history, and experiences that 

highlighted the Canadian sense of values (or worldview) were integral to the literature 

being considered Canadian.  Closer to the geographic area under study, Ebersole’s (2000) 
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research on Hawaiian kids’ responses to culturally relevant literature revealed that 

readers relied on the depiction of social acts, attitudes and values to determine whether or 

not a work of literature fits within the culture and that, in locations where multiple 

cultures coexist, subtle differences can signal that the work represents an ethnic culture or 

the “local” regional culture.   These studies look at the question, as Pantaleo (2001) 

phrased it, “what [are the] commonplaces of culture and identity being (or could be) 

transmitted through children’s literature” (¶ 1)?  In other words, these studies look at 

concepts or ideas related to Canadian (Hawaiian, etc) culture identification that the 

readers find within a set of children’s books.  Because the writing of Chamorro children’s 

books is in its infancy stage and because the Mariana Islands have been using art to 

construct a new Chamorro identity, it seems appropriate at this time to ask “what is 

Chamorro about Chamorro children’s books?” This chapter does so by addressing the 

question “What connections to the Chamorro culture do Chamorro teachers make to the 

books set in Guam and the Mariana Islands?”  

Methodology 

Analysis for this question was derived from the teachers’ responses to books that 

have a Guam setting.  Transcripts of their interviews and literature discussions 

constituted the primary source of data for creating the categories while other sources of 

data, such as their written reflections and informal conversations, served as secondary 

data to further develop the categories.  Analysis was conducted using a constant 

comparative analysis method (Glaser & Strauss, 1967; Bogdan & Belkin, 2003) in which 

I continuously reviewed the transcripts in order for common ideas or elements to emerge 
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from the data.  I continuously reviewed the transcripts in order to identify repeated 

concepts or relevant ideas within the data.  Chunking was done to determine the units of 

data. These chunks were arranged into concepts and ideas which created subcategories.  

Similar subcategories were then arranged into categories related to the research question. 

The Teacher’s Connections 

While the teachers’ individual comments varied in terms of examples and 

personal experiences, collectively their interactions with the stories highlighted certain 

ideas that they associated with the Chamorro culture.  Their responses regarding family, 

defining what is Chamorro, and the enduring nature (or survival) of the Chamorro people 

and culture became the central categories related to their cultural connections.  The first 

category, Family is Everything, explores the teachers’ comments on the Chamorro family 

structure and how this structure influences their sense of identity.  The second category, 

Identifying Chamorro, illustrates how these teachers used two different factors to identify 

others as Chamorros.  The third category, Survival, looks at the teacher’s comments on 

the sustainability of the Chamorro culture and of the people themselves.  Figure F 

delineates the categories and their subcategories. 

CATEGORIES SUBCATEGORIES 
Family is everything Family Composition, Family Size 
 Significant Family Relationships 
 Family Responsibilities 
 Supporting Family 
Defining Chamorro The Ethnic Chamorro 
 The Chamorro Spirit 
Survival Dealing with Challenges 
 Survival of a Culture 

Figure F: Cultural Connections Categories and Subcategories 
 



 148

Family is Everything 

Scholars (Thompson, 1947; Del Valle, 1979; Iyechad, 2001) state that the family 

is the most constant force shaping a Chamorro individual’s life.  They also mention that 

most Chamorros subscribe to an extended family network, in which parents, 

grandparents, children, aunts/uncles and their children, and others related by religious 

rites (e.g. baptism or confirmation) or by choice (family friends) interact on a regular 

basis.  In other words, the modern Chamorro family is comprised of bloodline relatives 

and kindred acquired through marriage, adoption, ritual, or circumstance (Iyechad, 2001).   

Reflecting what is present in the anthropological literature, the teachers identified family 

as a major connection to culture.  Drawing upon their own family experiences, the 

teachers compared and contrasted the family lives of the characters with their own, 

talking about who comprises the Chamorro family, identifying significant family 

relationships, outlining specific responsibilities of family members, and pointing out 

ways in which family members support each other.  Together, these responses provided 

insight into how these Chamorros believe family is defined and maintained. 

Family Size, Family Composition 

For these teachers, the way the family was composed was a significant feature and 

its size and the organizational structure became frequent topics of conversation.  Roland 

emphasized the size of Lola’s extended family by calling them her “fifty ka-thousand 

cousins” (05/19/2006) and Dolores identified the thirty one cousins as being an 

overwhelming but not uncommon situation for the stateside Georgie (3/27/2005).  While 

these teachers mentioned the number of cousins or family members in a matter of fact 
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manner, others pointed out how these details caused them to stop and think.  For 

example, Mary expressed concern with the treatment of adults in Dolphin Day: 

There were thirty-four cousins … that’s the funny part.  There were no actual 
siblings.  I mean did Frankie have siblings? What about Georgie? They always 
talk about their moms and dads but they don’t say anything about siblings.  I 
started thinking… thirty-six… half of thirty six [is] eighteen parents!  You’d need 
a big house ... we really don’t know the personality of the parents.  They’re just 
mentioned.  “Oh today we went to so and so’s house or we were in uncle’s truck 
going somewhere.” That was it. The only times the adults were mentioned was 
when they were needed to drive the car (12/5/2005).   
 

With Songs of Papa’s Island, Ted and JP discussed how too few characters disrupted that 

sense of family. 

Ted: It’s always the experience of her and her husband.  You don’t see anybody.  
I don’t remember anybody else even being mentioned like family… I didn’t 
see any family connections so I didn’t think it was here. There’s always 
more than one or two people involved in anything that happened.   

JP: It’s like he said, it’s just about husband and wife.  Growing up, it’s always 
family… cousins… I mean if my mom was to tell as story, [they] were 
always in groups. 

Ted: My dad would have his younger siblings go clean off his shoes because he 
was going to check out his girlfriend.  There was always somebody else.   

JP: Mom was saying [the same] about my dad.  My dad grew up taking care of his 
niece … there’s nine of them. When my dad saw my mom, he always goes 
through his niece “Can you check your friend? …. [and] if she’s coming out 
to bring her sister?”... There’s always somebody involved (8/8/2005). 

 
In these instances, the teachers demonstrated how extended family members are integral 

parts of the daily lifestyle and hinted at how these types of characters should be fully 

integrated into storylines. 

Some teachers explored how the extended family includes individuals related by 

circumstance as well as by blood.  Mulling over the Keeper of the Night’s Ana being 

unmarried and pregnant, Dolores explained that the Chamorro support system means: 

“there’s someone to take care of that child. … Even if it’s not the mother … Sometimes 
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it’s [difficult], but they don’t abandon their family member” (8/11/2005).  She elaborated 

that ma poksai arrangement “has to be [somehow] connected to that child… like a 

godbrother or a cousin” (8/11/2005).  Roland and Mary’s responses differed significantly 

upon discovering the main character is adopted in Lola’s Journey Home.  Roland was 

surprised because “Chamorros don’t usually adopt” (6/14/2006).  On the other hand, 

Mary praised “they just welcomed her in! That’s so Chamorro! It doesn’t matter if they 

were born into the family or if they’re Chamorro” (12/29/2005).   Mary explained that her 

family is comprised of blood relatives, adopted cousins and friends who were unofficially 

adopted by her family.   

[E]ven if it were just her brother, her dad, her sister and herself, [she had] the 
aunties.  With me, my mom had a group of ladies that when I’m talking to other 
people about the aunties, they already know who I’m talking about.  And that’s 
what it’s like with every family, you just learn that these are people you can 
depend on (10/24/2005).  
 
My brother had a friend at FD who was haole (statesider).  His dad was in the 
military [and] so he was always out to sea.  We kind of adopted [my brother’s 
friend] and when his dad was off island he was always at our house.  He called 
my grandparents “Grandma” and “Grandpa” and he went with us to my dad’s 
parents’ ranch.  The first time [the family was] “Oh who is that?” but after that 
they expected to see him.  When he’s not there, they’d ask “Where’s he at?” 
(12/29/2005).  
  

Eric, in discovering Lola was adopted, said “It didn’t say if she were reared or adopted.  

Either way, it was an embracement of the family” (5/30/2006).  In these instances, the 

teachers pointed out that family was not defined by bloodlines. 

At first glance, these teachers appeared to have different definitions of family 

based on who is considered a member.  However, what threaded their responses together 

was the level of involvement that family has in their lives.  Many responses illustrated 
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that family members are active participants in everyday life.  In their responses to 

Dolphin Day, Krystal appreciated that “[the family] did everything together… camping, 

off-roading” (5/31/2006) and Dolores believed that “family togetherness” was one of the 

book’s strongest themes.  With Grandma’s Love, Kiko appreciated the way one 

illustration depicted a group of people “preparing a meal together” and made a personal 

connection with another that depicted an older male teaching a young boy a skill: 

My uncle would watch me do something.  He would see that I’m doing it wrong, 
there’s a better way.  And he would never say anything.  He’d let me finish, fall 
on my face or take long doing it.  Then he’d tell me “Boy, why are you doing it 
that way?  All you have to do is this, this, and this” (5/12/2006). 
 

Mary suggested that family involvement was not always as overt as what was depicted in 

the books: “[My grandparents] encouraged us… but they never sat down like this 

[grandma], saying ‘you can do whatever you want’ …. [Instead, they’d say] ‘What 

college are you going to?  ... Good, make sure you do good there’” (12/20/2005). These 

connections demonstrate that, for Chamorros, being a part of a family means doing things 

together and showing interest in each other’s goals and dreams.  In this way, they can 

position themselves to provide the necessary support.   

Supporting Family 

The teachers highlighted some ways in which family members support each other 

through their discussions of three books: Lola’s Journey Home, Isa’s Avocado Tree and 

Keeper of the Night.  In Lola’s Journey Home, the teachers pointed out two levels of 

family support: the women in the family providing emotional support to Lola as she 

attempts to find her place within the family (Roland, 6/14/2006) and “the custom of 

family support during the death of a family member” (Dolores, 3/28/2005) such as 
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participating in the rosary and in “providing fina’mames” (Eric, 5/30/2006) after the 

prayers.  In Isa’s Avocado Tree, the teachers talked about how the family supported each 

other during storm preparation and post-storm cleanup.  Reflecting on the mother 

preparing kådu and Isa attempting to secure the seedling, Mary explained that 

“[e]verybody knows what needs to be done and we do it.  M[y job] was getting the 

flashlights and batteries… then as I got older, the food preparation” (12/15/2005).  

Krystal identified with the family staying with the grandmother and grandfather after the 

storm and how “everybody was helping,” citing the family taking turns to clean up after 

the typhoon and Isa’s father “stopping what he was doing to show Isa the new puppies” 

as two very different examples (5/31/2006).  Dolores connected with “the brother’s 

reaction to the sister after she discovered she lost her plant.… He went and got another 

seed for her.  I thought that was very caring of him” (8/11/2005).  In these instances, the 

teachers saw these as supportive actions because the characters provided physical or 

emotional assistance to another family member.  

In Keeper of the Night, the teachers thought about “the ways the grieving family 

worked its way back to being a family” (Dolores, 8/11/2006) and how the extended 

family supported these individuals with their loss and the period of readjustment.  For 

example, Faye pointed out that “[w]e have lots of aunts who do take care of families after 

either the mother or father passed away.  They keep an eye on the kids” (10/5/2005).  In 

making a personal connection to Aunt Bernadette, Mary shared “my auntie, my dad’s 

youngest sister, was like a second mother to me and my brother even when my mom was 

still here” (10/24/2005).  Mary’s response echoes Faye’s and suggests that this practice of 
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aunts nurturing their nieces and nephews is not intended to replace a missing parent but is 

part of the family’s normal support system.  In essence, the teachers’ responses suggest 

that these adults act as auxiliary parental figures.   

One hot topic of discussion focused on the ways in which Aunt Minerva and Aunt 

Bernadette supported Isabel and her siblings in their grieving father’s absence with the 

teachers believing that Aunt Bernadette truly supported the family while Aunt Minerva 

was fulfilling an obligation.  The teachers responded positively to Aunt Bernadette’s 

presence.  Mary thought “she’s kind of nurturing, she’s there when they need her … she 

doesn’t want to butt in but she will if she has to” (12/24/2005).  Ted saw her as a family-

oriented person who “just [does things] because [they] need to be done” (8/9/2005).  

Roland said that her “pick[ing] them up from Tamuning was unreal but very possible in 

Chamorro society” (11/3/2005).  The teachers considered her actions to be unconditional, 

generous and helpful. 

While comments made about Aunt Bernadette’s character were primarily positive, 

those made about Aunt Minerva ranged from Dolores laughingly admitting that the two 

characters were typical Chamorro women and that she could “name a few like Aunt 

Minerva” (7/27/2005) to Krystal suggesting that Aunt Minerva was fulfilling a duty 

rather than supporting her family: 

She’s an old maid!  The kids seem more like a burden to her. …She takes the kids 
on because she’s obligated, not because she has compassion for them.  It’s just 
obligation.  Not like Bernadette, she seems genuinely concerned about the kids 
and how they’re going to turn out and how they feel.  She’s the one that drives 
them to school and all that kind of stuff.  She’s willing to go out of her way to 
help the kids (8/1/2006) 
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to Ted pointing out that Minerva “is uptight.  She puts up this front that she goes to 

church a lot and she prays, prays, prays [and] then she gets home and she wants 

everything in a specific order, …that things need to be done her way or no way at all” 

(8/9/2005).  Mary sums up the gist of the negative responses in two sentences: “I didn’t 

get her.  … She was almost like ‘I did this for you, now you got to pay me back’ ” 

(10/24/2005).  JP made a similar connection when she compared the English and 

Chamorro stanzas about sharing in Grandma’s Love.  She pointed out that in English the 

phrase “Sharing of yourself and your things” (n.p.) meant “‘All your things’ right? But 

when you say ‘I guana ha mu’ [it] means ’what you have’” (4/26/2005). Their comments 

show that reciprocity should not be explained as “You scratch my back, and I’ll scratch 

yours” but rather “What is mine is yours.”  From this perspective, it becomes apparent 

that the relationship is more important than the debt (Iyechad, 2001). 

It is from their responses that a perception of family support emerges.  Just as 

Aunt Bernadette traveled from Merizo to Tamuning each morning to take the children to 

school, a family member would do whatever task needs to be done in order to keep the 

family functioning, even when it does not involve her own children.  However, the 

negative responses related to Aunt Minerva’s attitude towards Isabel, Olivia and Frank 

show that open generosity is important and that family support often comes before 

personal comfort as well as individual expectations and desires.   

While not as widely discussed as the aunties, some teachers commented very 

candidly on the father’s actions.  Faye felt it was an acceptable action by her statement: 

“[w]ithdrawl, even from [one’s] own children, is really typical and the director of the 
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family has to step in and take over some of the responsibility while the griever is 

adjusting” (10/5/2005).  Comparing Tata to his own father, Ted was bewildered by and 

questioned the character’s response to the situation:  

The father was absent.  He would be gone from the family, out fishing and then 
come home, eat, do his own thing.  … I’ve seen my father and he’s always taking 
care of the family.  When we were so sick, no matter what we went through, the 
family was always together.  I was [wondering] “How come he’s not doing?  I 
guess he needed some kind of escape… without [realizing] he has to do 
something” (8/9/2006). 
 

Having suffered her own loss, Dolores was not as lenient on the father as the other two: 

The main thing is it was this girl who shouldered this responsibility because the 
father was too weak.  As a parent, it was his responsibility… I could have fallen 
apart and done the same thing because I felt terrible, worse than terrible.  But if I 
followed my feeling, I would not have gotten my children together.  The father 
was supposed to do that (8/11/2006). 
 

Together, their responses show that family support is one of the primary responsibilities 

of the members.  

Family Responsibilities 

The responses involving Tata (Keeper of the Night) leads into a discussion of 

what are the roles and responsibilities within the Chamorro family.  In other words, what 

responsibilities or obligations did these teachers expect to see carried out by the stories’ 

characters?   The teachers’ responses that answer this question revolved around three 

character types presented in the stories: the eldest child, the grandmother, and the cousin.  

Eldest child as keeper of siblings.  Within the Chamorro community, the eldest 

child holds a special place in the family structure.  That place often carries adult 

responsibilities, including child-rearing and disciplinarian roles (Thompson, 1947; 

Rosario, 1979).  In Keeper of the Night, the character Isabel was portrayed as a thirteen 
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year old girl who watches over her family as they attempt to move past her mother’s 

death.  Throughout this study, most teachers identified Isabel as the oldest child and made 

comments about what her family expected of her.  Dolores stated Isabel was “a typical 

Chamorro character.  It does happen where the oldest child, the eldest daughter will be 

responsible for the rest of the family” (8/11/2005).  Faye agreed that “having to keep an 

eye on the store while dad was out fishing [and] having to keep an eye on her brother and 

sister is real” (11/3/2005).  Roland countered that sometimes these duties fall on another 

child:   

I have an older brother but he’s developmentally disabled so I had to follow him 
everywhere. … I had to keep us kids together … I lived that life… Even though I 
wasn’t the oldest, I was portrayed as the oldest because I had to think of my 
brother. … I could relate to her in terms of her responsibilities” (11/3/2005).   
 

Ted, while acknowledging that older children do assume household responsibilities, 

expressed discomfort with the level of responsibility that the thirteen-year-old character 

had to carry: 

That’s so much for a girl [of thirteen or fourteen] to go through … [to] take on the 
role of mother, making sure her brother and sister are taken care of.  That’s a lot 
of responsibility for a kid that age. Most families are big families and most of 
[these children] would take over when they’re sixteen or seventeen.  For a 
younger person, that’s a lot! (8/9/2005) 
 

For the most part, the teachers agreed that an older child is expected to watch out for his 

or her younger brothers and sisters, to be “a keeper of the family” (Dolores, 8/11/2005) 

while the adults work but there was some disagreement as to just how much that child 

was expected to do.   

Grandmothers as nurturer and educator.  Grandparents are “keepers of 

community” and act as a transmission agent for cultural identity at both the familial and 
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societal levels (Bengtson, 1979 in Barusch & Steen, 1996).   In conjunction with that 

idea, the teachers’ connections illustrated that Chamorro grandparents (either biological 

or “rearing”) maintained a strong presence in their grandchildren’s lives, providing a 

glimpse of “the importance of grandparents in the lives of Chamorro and of their 

influence on the grandchildren’s sense of identity” (Dolores, 5/2006).   In other words, 

the teachers talked about how grandparents, grandmothers in particular, help to shape a 

child’s understanding of the world and of themselves.  

Having spent time with their grandparents growing up, these teachers related very 

strongly to the grandmas in the stories.  Their responses quickly moved from “I really 

liked [the little girl’s] relationship with the grandmother” (Mary, 12/5/2005) into 

connections with their own stories about their grandparents:  

My grandmother had a rocking chair and I can just hear from this [picture] the tin 
roof, the sound of the rain when it hits the tin roof” (Eric, 4/11/2006). 
 
The most memorable is the grandmother baking and telling stories because 
that[‘s] how my grandparents interact with the children at home (JP, 8/29/2005). 
 
For as long as I can remember, my nan had to longest hair.  [It] was always up in 
a bun.  My cousins and I would look at her and be like “She’d work all day long 
but that thing would never fall!”  I was “How’d she do that!?!” And we’d all try… 
We could never get it right and my nan would sit there and laugh.  She’s like “Ai, 
it takes years of practice” (Mary, 12/20/2005).  
 
My grandma’s favorite words [Ted raises the pitch of his voice] “I love you all the 
same” [lowers pitch to signal different person speaking] “No, you love him more 
because you do this” [returns to “grandma” voice] “I love you all the same” 
(Ted, 8/9/2005). 

 
Through their responses, the teachers acknowledged that their grandparents held many 

roles in their lives: caregivers, educators, storytellers (discussed in Survival), and advisor.   
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Grandparents traditionally have been the first choice for childcare when the 

parents work (Kiko, 5/12/2006; Krystal, 4/19/2006).  A recent survey conducted by the 

American Association of Retired Persons boasts that approximately forty percent (40%) 

of Guam’s older population have primary childcare responsibilities, which suggests that 

this choice remains popular today (Pangelinan, 2007).  Since most of the teachers had 

either lived with or were reared partially by their grandparents, these teachers readily 

commented on the grandmas depicted in Duendes Hunter and Grandma’s Love.  Krystal 

stated: 

I know lots of nanas who are the babysitter because moms and dads have to go to 
work and the older kids have to go to school.  That way the extended family still 
keeps everybody close.  Nana probably has several children that she [takes] care 
of at one time. The last picture… kind of sums up the story… no matter what the 
little girl does… at the end of the day, she can curl up into nana’s lap and get 
nurtured (4/19/2006). 

 
But she also admitted that her mother is not the typical grandmother because she will 

“teach her grandchildren how to slide down the stairs on a cookie sheet or serve their 

eggs on a fine crystal plate” (Krystal, 4/19/2006).  Kiko said it was his grandma who 

would have his food ready at the ranch when he got out of school each day (8/1/2006).  

At times, the grandparents grow close to one particular grandchild, called “kirida” or 

“kirido,” and a special bond forms between them. 

[Lola was the kirida] because [the grandmother] took her to her own 
grandmother’s house to show her the oven and where they grew up and allowed 
her to play in it.  Of course, Lola’s sitting with her at the party all night was a 
good indicator.  “This one is special.  This one is my newest one.  I’m going to 
make this one my kirida” (Roland, 6/14/2006) 
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Roland’s comment illustrates that just as the Lola’s grandmother shared the family’s 

stories with Lola, the grandparent often shares the family history or special skills with the 

expectation that this kirida or kirido will remember these special stories and knowledge. 

For many of these participants, grandparents were their first teachers who often 

used informal experiences to provide practical lessons.  In contrast to the grandmother in 

Grandma’s Love, Mary explained that her grandparents taught by example, stating ”[it’s] 

not [like they would say] ‘we’re going to this fiesta and this is what we’re going to do’.  

It’s more like ‘We’re going, you’re coming with us.  Pay attention.’  I never really got 

that ‘You need to know your traditions’ from them” (12/20/2005).  Kiko conveyed a 

similar experience with his grandmother at the ranch 

She’d do the first few holes.  She’d show me how far apart they would need to be 
and how deep…. [I had to] dig twenty rows or ten holes.  And I had to make sure 
that when I got to the end they were still that far apart and that deep otherwise 
she’ll tell me where to start all over again (8/1/2006). 
 

Sometimes, the lessons learned were not about how to do something but rather how to 

appreciate life.   

Whenever my dad’s father was done with his chores at the ranch and [my brother, 
my cousin and I] weren’t doing anything, he would sit down under this cherry tree 
right outside the house [and] call us over.  We would sit down and he’ll be quiet. 
… He’d say ‘just listen.’ [then]‘What do you hear?’ … I remember doing that a 
lot.  Just being aware, not doing anything. After he passed away, me and my 
brother and my cousin went to one of the beaches in Agat, just to see the sunset.  
That’s what I learned from him… “Just sit there [and listen]” (Mary, 12/20/2005). 

 
Considering her own role as a grandmother, Faye stated  
 

I’d like to be this kind of grandma…. Speak[ing] some wise words to 
grandchildren… talking to them about things they needed to remember when 
she’s gone.  In essence, [this grandma] was teaching them to appreciate some of 
the things that she herself appreciates: … respect, sharing of yourself and your 
things (7/5/2006).   
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In each instance, the teachers demonstrated how grandparents had a vital role in the 

development of a child. 

While Faye’s comment first points to the desire for grandparents to pass along 

their knowledge to their grandchildren, it also alludes to the idea that grandparents, 

especially grandmas, are considered to be the authority within the family because their 

life experiences and cultural understandings have melded together into wisdom.   Two 

comments show the breadth of range that grandparents have in this capacity.  Roland 

points out how it is the grandmother who helps Lola (Lola’s Journey Home) to 

understand her place in the family “Her grandmother tells her ‘No matter what people 

say, you are my granddaughter… because I am Chamorro, you are Chamorro’” 

(6/14/2006).  This statement helps Lola to develop and understand her identity within her 

family.  On the other end of the spectrum, Krystal’s connection to Duendes Hunter’s 

Nana: “My mother-in-law is [the traditional] kind of nana. … The kids are coming down 

so she’s fry bunuelos.  … They would cut down bananas from the tree and we would take 

home a bunch of bananas” (4/19/2006) at first appears to be tangential to the idea of head 

of household.  However, if you look closer at the way Krystal makes this statement, the 

idea that the grandmother holds the final decision within her family comes to light.  By 

being the traditional nana, Krystal’s mother-in-law is the manager of the family. By that 

right, she makes the final decisions on matters within the home and regarding her 

children (Thompson, 1947).   Like the ancient Chamorro kinsmen and the prewar males, 

the men within her household abide by her decisions.  So if she decided her grandchildren 
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needed bananas, her male children would cut down the bananas and give them to their 

children. 

According to these Chamorros’ responses, grandparents, nanas (grandmas) in 

particular, are regarded as the backbone to the family and to the cultural development of 

the Chamorro child.  In their role as caregivers, grandparents perform two roles: they 

assist the parent who must leave their child to work and they provide the love and 

attention that a child needs.  As an educator, the grandparent helps guide the child 

through the tasks they are expected to perform as well as reminds them of how to enjoy 

life.  As an advisor, the grandmother monitors the family, coordinating their activities, 

and illustrates to the child how a family should work together. Kiko sums it up best with: 

Guinayan nånan biha (grandma’s love) is the foundation for our beliefs.  
Traditionally, it was the manamko’ that shared with us and passed on the cultural 
values.  While mom or dad was at work, it was the manamko’ that really 
maintained the family, supervised the kids, raised the kids (5/12/2006).   

 
In other words, they help their grandchildren understand the rules of Chamorro society 

and help them figure out what they needed to know to survive and to succeed in life.   

“Cousins are the people you grew up with.”  Similar to the depth of discussion 

for grandparents, little discussion on the relationship among Chamorro cousins was found 

in the literature.  In stark contrast, many of the teachers regularly spoke of cousins in their 

responses.  In some instances they talked about the portrayal of cousins in the books.  In 

other instances, their personal connections to the story involved similar experiences they 

had with their own cousins.  Given the regularity with which they spoke about these 

relatives, the question arose “why are cousins so prominent in their responses?”  
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On one level, Krystal’s earlier comment about grandparents being caregivers to 

their grandchildren sets the stage for the development of these relationships.  With 

grandparents being the first choice for child-rearing and the average household on Guam 

ranging from approximately 5 family members in the central and northern areas to 7 in 

the southern villages in 1950s (US Bureau of the Census, 1950) and 3 family members in 

the central and north and 5 in the south by the 1990s (U.S. Bureau of Census, 1992), 

these grandparents are often watching different sets of grandchildren at the same time.   

This arrangement provides the individual child with ample time and opportunity to 

interact with and become close to his or her cousins.  Thus, cousins become prominent 

figures in a Chamorro child’s life.  

On another level, the teachers also provided glimpses of how and why cousins are 

important figures within each other’s lives.  In the responses that explored the characters’ 

relationships with their cousins, some teachers attempted to define this relationship.  

Roland equated it to a “friendship” (5/19/2006).  Kiko explained that cousins can be 

closer than siblings because “they don’t have that sibling rivalry but they’re still closely 

related enough to share a sense of responsibility for each other.  In fact, it is similar in 

strength to the relationship with compaires and comaires (co-parents)—someone you can 

depend on in times of need yet will never remind you of your shortcomings” (9/12/2006).   

Dolores suggested that it is a relationship of its own kind: “they were cousins, nothing 

more, nothing less” (3/28/2005).  The difference in these statements then begs the 

question “What is the relationship between Chamorro cousins?”  In other words, “what 

role do they play in the life of a Chamorro child?” 
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The teachers provided clues in many of their responses to Evelyn Flores’ books.    

Their responses indicated that cousins are a source of companionship and of support.  

Just as aunts and uncles were present in everyday activities, many of the teachers pointed 

out that interacting with their cousins was a regular occurrence when they were children.  

For example, Ted shared that weekends at the family ranch were times when “everyone 

was present … my mom’s brothers and sisters and all my cousins and brothers…the kids 

would go play and then come back” (8/9/2006).  Similarly, Krystal and Eric focused on 

how cousins are immediately thought of as playmates:   

They went to stay at grandma and grandpa’s house… then the cousins came.  All 
the cousins were… playing with her” (Krystal, 5/31/2006)  
 
The balate scene [reminds me of my cousin] because I picture my cousin doing 
that (stepping on the balate).  I remember her getting into the water and just being 
grossed out because of the slime. … It was funny because after they got used to it, 
they would take it and I would be the one [who got hit] (Eric, 5/15/2006). 

  
From these examples, cousins appear to be sources of entertainment and companionship. 

However, it appears that, because they are family, cousins are expected to be 

more than just playmates. The teachers’ responses suggest that it is through cousins that 

Chamorro children first get the concept of family togetherness.   While a few of the 

teachers focused on the rift between the two cousins in Dolphin Day, Krystal’s comment 

best explained the importance of this scene in terms of the cousins’ relationship:  

The adults push them together all the time because they are the same age and 
they’re cousins.  [The adults] expect them to get along… [w]hen the boys fought, 
the parents’ correction showed the idea that “you are blood.  You can’t behave 
like this because you are family” (5/31/2006).   

 
Here she focuses on the idea that family togetherness is more important than individual 

personalities and any disagreement that cousins may have.   
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Their responses also indicated that cousins are also a way in which the family 

support system is developed within children.  Mary pointed out children know early on 

that helping others is desirable “Her cousin Kiko was cute [in] wanting to help… [he] 

didn’t know why but he wanted to” (12/5/2005).  In Dolphin Day, Mary and Dolores both 

pronounced Little Girl as the “voice of reason” (Mary, 12/15/2005) who points out 

underlying reasons for the problems between cousins Frankie and Georgie.   Kiko 

explained how, as they get older, cousins would back each other up in social situations: 

“if I have a problem with one guy then I have to fight all his brothers or if somebody 

wants to make trouble to me, his brother and their cousins [would be involved]” 

(8/1/2006).   However, this companionship can also create surprises.  Ted and Mary 

illustrate how cousins have also become “accomplices in crime” or at least partners in 

some adventures.  Reflecting on an illustration in Grandma’s Love, Ted shared his 

experiences with netfishing with his grandfather: 

We’d be the one to get all the fish from the nets because we’d carry the nets and 
he’d be in the water.  Once he threw the net, we had to run and give him the new 
talaya.  Together we had to take the fish [out] quickly so that he can throw it 
again.  … It was never more than [one or two of us] because we would end up 
playing… we’d get bored and end up playing (8/9/2006) 
 

Mary, in relating to the relationship between the characters Kiko and Little Girl, 

recognized how cousins would often encourage each other to do something that at least 

one of them considered “dangerous” 

It’s like “Let’s go… but you first.”  When she started trying to get her cousin 
Kiko to follow… that was me and my cousin Francine “Let’s go. Let’s just do it.  
Never mind!” (12/5/2005). 

 



 165

Reflecting on the relationship among cousins, Kiko shared this bit of advice “it’s best to 

get into trouble with your friends rather than your cousin because he’s family… and you 

don’t mess with family … I did that and to this day things aren’t the same” (9/12/2006).   

This comment shows that there is a difference in the relationship between friends and 

cousins.  Cousins can be friends but they must also be responsible for each other and that 

takes precedent over acts of friendship or camaraderie. 

Family Revisited 

Through these character types, a glimpse of the extended family network is 

formed.  The teachers’ connections with Isabel as the oldest child mirror what is found in 

the literature about the family structure.  Just as Isabel was “mothering to Olivia and 

concerned for Frank” (6/14/2006), the eldest child has been directly responsible for the 

health and education of his or her younger siblings within Chamorro system (Thompson, 

1947).  Thus, the teachers appear to subscribe to the traditional idea of the eldest child 

being the adult figure in loco parentis and bearing much of the child-bearing 

responsibility.  The two remaining roles revolve around the extended family.  The 

grandparents and cousins were significant characters because they appear to be the people 

with whom the Chamorro child interacts frequently on a daily basis.  The grandparents 

held significant roles as nurturer and educator which parallel Kornhaber & Woodward’s 

(1981) findings that grandparents acted as mentors, as role models and provided 

connections of the past with the future.   Likewise, cousins tended to be sources of 

companionship and support.  The aunties brought to light some of the positive roles of 

extended family members.  The teachers responded positively to Bernadette’s willingness 
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to go out of her way for her sister’s children.  The teachers responded negatively to 

Minerva’s expectation of reciprocity suggesting that family members should not act in a 

way that implies that an action must be repaid or that someone “owes them.”  In 

summary, these roles appear to be basis from which the Chamorro child learns about the 

extended family network.   

Identifying Chamorro  

Present day scholars (Flores, 1999; Camacho, 1998; Perez, 1997) point out that 

Chamorros are at the beginning of a cultural renaissance which has them re-examining 

and reconsidering what is considered Chamorro.  In other words, the definition of 

Chamorro is in a state of flux have as modern Chamorros are trying to discern who is 

considered a part of the Chamorro community and what behaviors, expectations, social 

practices and customs are integral to the Chamorro people.  Thus, it is not surprising that 

the Chamorro teachers also explored what they believed about who is considered to be or 

what should be defined as Chamorro.  Their responses focused on the characters’ 

physical features and the traits, personalities, actions and behaviors that were in line with 

their expectations as well as those portrayals that challenged their personal notions of 

being Chamorro.  In some responses, they thought about what physical features they 

expected to see in a member of the Chamorro community.  In others, they talked about 

ways in which the characters’ actions were consistent or inconsistent with their Chamorro 

culture.  In essence, the teachers grappled with the question “what tells me this character 

is Chamorro?”  Their comments reveal that they used two criteria in defining Chamorro: 
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1) their appearance (they looked ethnically Chamorro) or 2) their actions and attitudes 

(they had a Chamorro spirit).     

The Ethnic Chamorro 

When looking at the illustrations, the teachers took special interest in the physical 

features of the stories’ characters and how these features influenced their responses to the 

text being about Chamorros.  For example, Mary stated early on in the study “I keep 

looking at the skin. … I’m very big on ‘is this a cultural thing? Does it depict the native 

people?’ [Generally] Chamorros don’t have light skin.  If it’s a little girl who goes 

outside all the time, she wouldn’t be light” (12/5/2005) as she talked about Duendes 

Hunter.  Three other characters drew strong reactions from the teachers regarding what 

are typical Chamorro features: Frankie (Dolphin Day), Georgie (Dolphin Day) and Lola 

(Lola’s Journey Home).   

When asked to describe the characters in Dolphin Day, the teachers tended to first 

focus on the differences in physical appearance between Frankie and Georgie.  In the 

story, Frankie is characterized as a healthy Chamorro boy who enjoyed outdoor activities 

with his father.  In contrast, Georgie is depicted as a quiet boy with a slight frame, who 

wore eye-glasses and who enjoyed school-related activities.  The teachers described 

Frankie using mostly positive words but the terms used to describe Georgie were more 

varied.  Frankie was referred to as a “robust proud Chamorro boy from Guam” (Roland, 

5/19/2006), a “typical Chamorro boy” (Eric, 5/15/2006) and was the character that most 

of the male teachers wanted to hear more about “because he was the local boy. … I 

wonder what other experiences he had because I had similar experiences” (Kiko, 
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8/10/2006).  On the other hand, Georgie was referred to as “quiet, introverted, …skinny, 

not very athletic, not aggressive” (Krystal, 5/31/2006), “snobby [and] scrawny” (Roland, 

5/19/2006), and “this other boy who didn’t grow up around this area” (Mary, 

12/15/2005). 

One of the more interesting struggles that the teachers had was related to the 

physical appearance of Lola and their own definition of who is Chamorro. In this semi-

autobiographical story, Lola, whose parents returned to Guam to raise their children 

among relatives, is a blonde blue-eyed girl struggling to find her place within the family 

after discovering she’s adopted.  In their responses related to Lola’s features, the teachers 

differed in how physical features or ethnicity tied in with their definition of Chamorro.  

Eric said the story was “about a little girl coming from the mainland and realizing that 

she was not Chamorro, not by blood” (5/30/2006).  Roland said “I’ve seen Chamorro 

families [where] one of their kids would have really light blonde hair so I thought she 

was really part of the family to begin with.  … I think a blonde kid is not unusual in a 

Chamorro family especially with the American influx into our family” (6/14/2006).  For 

Kiko, the physical appearance was irrelevant:  

you notice … that none of the family said ‘hey, you can’t be their daughter 
because your hair is different.’  That is so special about our culture because we 
don’t [take that into consideration].  When [my cousins] first came, it’s obvious 
looking at them they were really Haole-ish.  But none of that mattered to us … 
this was our cousin.  (8/1/2006) 
 

Even though Faye thought the revelation that Lola was adopted was “a ‘Hmm’ moment 

because it’s vary rare that a Chamorro family would adopt a Caucasian child,” she 

explained that “it was a twist that [she] could deal with [because] there was total 
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acceptance from the family… [and] that’s pretty much a norm for Chamorro families. It 

doesn’t matter what your skin color is because we don’t really focus on skin color” 

(7/5/2006).   

Mary, who earlier confided that she looked for characters that look Chamorro (in 

other words, they have darker complexions) shared  

I’m like ‘why isn’t it their daughter?’ Then I read that she had blonde hair and 
blue eyes.  I thought ‘Was she adopted? half [Chamorro]?’... I have friends who 
both parents are Chamorro and she’s like light brown hair, almost blonde with 
grey eyes … [but] everyone else looks Chamorro” (12/29/2005).   
 

Faye matter-of-factly pointed out Lola was a “Caucasian girl adopted by a Chamorro 

family” (7/5/2006).  These comments illustrate that despite an influx of many different 

ethnicities into indigenous bloodlines, many Chamorros still expect olive skin and dark 

physical features to represent the Chamorro people.   

While some teachers identified Lola’s physical features as that of a non-native, 

they did identify her behavior as Chamorro.  In their descriptions of the story, some of the 

teachers appeared to waffle between whether or not Lola was Chamorro or an outsider.  

After stating the character was not a Chamorro by blood, Eric vacillated in his stance.  

First, he stated “I do feel her sense of her Chamorro-ness, of being Chamorro in this.  I 

think she was Chamorro” (5/30/2006).  But later, when asked which cultural groups were 

represented in the story, Eric struggled with his thoughts, stating with a furrowed brow 

“Chamorro. … Well she’s haole but I don’t think she’s haole” (5/30/2006).  Similarly, 

Roland suggested that “[Lola] was very strong into the culture... and she wanted to 

identify with it as much as she could.  She learned the language … and she listened to all 

the stories.  She even wrote them down.  She wanted to be part of [the culture] more 
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because she wasn’t a native” (6/14/2006) before agreeing that this story was told from a 

Chamorro perspective.    

In these instances, the teachers tried to decipher how the character could not look 

Chamorro but still feel Chamorro to them.  For example, Eric called her haole in one 

sentence but later admitted he felt her “Chamorro-ness.”   Mary watched out for darker 

complexions but felt Lola’s Journey Home presented a believable Chamorro perspective 

because, just like in her family, “it didn’t matter who [Lola’s] real mother was [because] 

the grandmother says ‘you’re my granddaughter… so you are Chamorro’” (12/29/2005).  

While they initially seemed contradictory, these responses actually illustrate how the 

teachers were attempting to connect with Lola through her actions since her physical 

appearance was not that of a “typical” Chamorro.   In other words, even though she didn’t 

look Chamorro, they identified her as a Chamorro through her actions and behaviors.  In 

other words, she conveyed a sense of being Chamorro in spirit.   

Chamorro in Spirit 

When coupled with the above discussion of Lola, Faye’s explanation that 

comments related to skin tone are used to describe the “differences in skin tones [rather 

than] to say he’s from [there] or he’s from here” (7/5/2006), sheds light on the fact that 

these teachers believe that Chamorro cannot be defined solely by physical features.   

Instead, just as Thompson (1947) concluded that the Chamorros live in a hidden culture 

that is only revealed through the actions of its members, the teachers discussed how the 

actions, behaviors and social practices that the characters participated in that told them 
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that the characters were Chamorro.  Specifically, they talked about how the concepts of 

sharing, simplicity and respect tied into their sense of being Chamorro. 

Sharing emphasizes community.  Historically, Pacific communities sustained 

themselves through cooperative activities and so community-based rather than 

individualistic attitudes were encouraged. Ethnographic studies of the Mariana Islanders 

suggest that Guam subscribed to these attitudes and activities (Cunningham, 1992, 

Thompson, 1947, Iyechad, 2001).  The teachers’ appreciation of the phrase “Love is 

sharing, sharing of yourself and your things” (Grandma’s Love, n.p.) suggests that this 

attitude still remains popular today.  These teachers illustrated how this concept is 

practiced on Guam when talking about how characters’ shared themselves or their 

possessions in social or family-based activities.    

As pointed out earlier in the discussion on family, Chamorros look initially to 

their family for support and that this support comes in the form of sharing one’s time, 

talents or things.  The helping practices highlighted in the earlier discussion on family 

support (the storm preparation and cleanup in Isa’s Avocado Tree, the rosary scene in 

Lola’s Journey Home, and the emotional support in Keeper of the Night) illustrate the 

types of sharing that occurs during major events.   As a complement to Dolores and 

Eric’s earlier comments on the rosary scene in Lola’s Journey Home, other teachers 

provided details of why this scene is important with regard to sharing and family support.  

Mary focused on how as Lola went around passing out the drinks that the people 

“stopped her and explained how they were related” (12/29/2005) and Eric explained that 

it is after the rosary that family members would pass out the fina’mames and the 
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manamko’ would talk (5/30/2006).  Thus, rosaries are places in which individuals provide 

emotional support to a grieving family and also provide opportunities to visit and re-

establish relationships.  Similarly, Mary illustrates how family and friends help to share 

each other’s burdens.  For example she makes a connection to the fiesta scene in Endless 

Summer explaining that 

My grandmother [told me how] the week before or two days before the fiesta, 
everyone would come down to Agat and stay at the house and prepare for the 
fiesta.  Everyone is sleeping wherever there’s room.  They’d wake up early in the 
morning [to] slaughter whatever animals needed to be slaughtered. … And then 
you have those who come on that day, bringing whatever they’d prepared at their 
house.  … [Now] with my family, it’s more like everyone is assigned something, 
you make it at your house and then they bring it that day.  Everybody stays to 
clean up, I mean they stay until everything is all clean (12/5/2005). 

 
Also, Mary points out how sharing extends out past the boundaries of family 

Even though you have new friends, you still have these friends that are always 
there.  Even though you don’t see each other for a long time or even though you 
barely talk to each other when you really need that person, they’ll be there.  Like 
with the case of Isabel and Teresita, they hardly saw each other for a while [when] 
Isabel got so involved with Mary Kelly and the other two girls, but when Teresita 
needed her because she was running for queen, [Isabel] was there even if she 
didn’t agree with it.  [Isabel] thought it was kind of stupid [but] she was like 
“Well, if you are doing it, then okay I’ll help you.”  That was a good relationship 
(10/24/2005). 

 
Mary’s comments and Eric’s explanation of the rosary scene in Lola’s Journey Home 

highlight the fact that helping practices and the virtue of sharing are closely tied together.   

Other responses demonstrate how this idea of sharing is present in everyday 

activities.  For JP, the Chamorro text “Mungnga chumattao nu hågu mismo yan I 

guinahå-mu“ was more poignant than its English counterpart because it emphasized the 

difference between sharing one’s things and sharing everything.  For her, the latter was 

more significant because it conveys the idea that Chamorros will supply a family member 
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with anything they have—money, clothing, possessions, food, space in their home, their 

skills, their time.  

In Lola’s Journey Home, Kiko made the connection to how families regularly 

shared goods with each other “We have relatives in Malesso that didn’t farm but [they 

went] fishing. …we’d bring down some vegetables and they’d give us fish” (8/1/2006).  

In Endless Summer, Dolores connected with “the obligation among family members that 

is associated with the preparation for a fiesta” (3/9/2005) and with the two boys working 

with their father at the ranch, later explaining that chores were done under adult 

supervision in her family (7/27/2005).  Also, Mary focused on how “the father was 

teaching his sons how to take care of things [that] can’t take care of [themselves]” 

(12/5/2005).  In Dolphin Day, they noted that the activities the characters participated in 

and the number of people involved required time, planning and cooperation (Krystal, 

5/31/2006) and that the two boys’ sharing in the end helped them to survive their boat 

ordeal (Eric, 5/15/2006).  In Duendes Hunter and in Grandma’s Love, more than one 

teacher referred to the grandmothers “sharing stories” (Eric, 5/30/2006) as being 

significant events.  Krystal statement “The story of the duendes is one of those legends 

that gets passed down from generation to generation. … How Nana explained it and …it 

was Nana’s mother who told her the story so it had already been handed down for three 

generations” (4/19/2006) puts it into perspective that sharing stories was important to 

cultural survival. 

In contrast, some teachers questioned the portrayal of some characters because 

they weren’t seen as sharing.  As discussed earlier, JP and Ted discussed the actions of 
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the mother and father in Songs of Papa’s Island because there were just two characters. 

Ted later explained that “They were concentrating on things that were just husband and 

wife.  Here on Guam, everybody takes care of everybody else.  It’s never just ‘think of 

me and whoever I’m with’” (8/8/2005).  The teachers also questioned the materialistic 

nature of Keeper of the Night’s Aunt Minerva.  For example, Krystal scrunched up her 

face when talking about Aunt Minerva, explaining 

She kind of reminds me of the aunt that keeps her couch covered in plastic 
because she doesn’t want her couch to get dirty.  You just have to sit down and 
keep your hands in your lap.  She just reminds me of that kind of person that is so 
concerned about being neat and clean (6/14/2006). 

 
Similarly, Mary expresses displeasure at Aunt Minerva’s “now you got to pay me back” 

attitude towards helping out and sharing her home “It’s kind of annoying.  Yes, she’s 

being up front about it.  But if that’s the case, never mind” (10/24/2005).   Here, she 

alludes to Aunt Minerva’s attitude as being inconsistent with sharing because Aunt 

Minerva’s character does not seem to be generous or a willing participant. 

Through these responses, it becomes apparent that the idea of sharing is important 

because it ensured that tasks would get done and vital information would be passed on 

from one generation to the next.  Sharing was also important because it reminded an 

individual to be humble and that his or her focus should be on the success of the 

community rather than on him or herself.   

Island life should be simple.  The word simple can be defined as “being easy to 

understand or deal with; modest; plain; or not elaborate or artificial” (simple, 2007) and 

simplicity is explained as a state of naturalness or sincerity and freedom from pretension, 

deceit, guile or luxury (simplicity, 2007).   On an island where the social system is 
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described by anthropologists as an intricate network of relationships and complex 

reciprocal interactions (Iyechad, 2001) it seemed unusual for these teachers to focus on 

this idea of keeping things simple.  However, throughout this study, the teachers made 

comments that suggested that simplicity was a desirable quality, whether it was in the 

characters’ mannerisms or in their interactions with others.   

Slippers as a symbol of simplicity.  One of the most unusual connections the 

teachers made was not to a particular character but rather to the presence of slippers in 

the books.  For example, Eric and Roland both pointed out “zoris” in the illustrations in 

Grandmother’s Love.  Similarly, JP described Frankie (Dolphin Day) as a “shaggy-

haired, beach comber, blue-zoried” (8/2/2005) boy while Faye pointed out the 

changkletas were a cultural icon in Endless Summer (7/5/2006).  Kiko pointed out that 

Georgie wouldn’t go near the water without shoes (8/10/2006) and how Grandma’s Love 

showed the differences in generations by having the little girl wear shoes and the old lady 

wear changkletas (5/12/2006).   Connecting to another scene in which a little girl is 

reaching up to a drop of water falling from a breadfruit leaf, Kiko shared: 

This is a perfect scene of right after it rains.  Freedom and independence to go out 
and explore.  [She’s] feeling safe, learning… but her slippers are big, probably 
mom’s…. That’s cool because we as Chamorros are simple… My son has two red 
slippers that if you don’t look [carefully] they look the same but if you [do] one is 
bigger than the other.  I love that.  I don’t want high maintenance kids to grow up 
and want the best [name brand items] … If that is what’s there, then you eat it, or 
you take it (5/12/2006). 
 

It is in Kiko’s comments that one begins to see why slippers were an important 

connection for these Chamorros and how it falls under the idea of simplicity.  While on 

one level the teachers hinted at how zories added to the believability of the story because 
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they are an everyday item, on another level some teachers equated the type of footwear 

with an attitude of humility or being easy to deal with rather than being “high 

maintenance” or materialistic.  

The simple life.   The teachers’ comments on Teresita (Keeper of the Night) and 

the cousins Georgie and Frankie (Dolphin Day) shed more light on the idea of simplicity.  

In the Keeper of the Night, the character Teresita (who lives with her aunt and her uncle) 

becomes very skilled at raising fighting roosters and sewing up the injured ones.  As the 

story progresses, Teresita’s uncle uses her chickens to pay off his gambling debts so 

Teresita enters the village pageant to win the money to buy her chickens back.  In their 

responses, the teachers were intrigued by Teresita’s character.   

[Teresita] was great.  I liked her character.  Typical tomboy in the beginning.  
You gotta be a tomboy to work with chickens. … It’s not a clean sport.  You gotta 
deal with blood, you got a lot of feces, and stinking and molting. …It was 
enlightening to see her become the princess (Roland, 11/3/2005). 
  
I like how she talked about her friend Teresita and how [Teresita’s] so 
superstitious with the cockfighting and how she has to do certain things and 
rituals.  In general, the Chamorros are so [superstitious], their whole lives revolve 
around superstitions.  Somewhere along the line there is something that they will 
not do because they were told when they were young that you just don’t do it.  It’s 
so ingrained in them that they don’t remember the “why” anymore (Mary, 
10/24/2005). 
 
I was fascinated by the whole “being the queen”.  In the beginning of the story, 
the author just described her as a tomboy, … Just kind of a Merizo girl, not the 
kind of girl who would put on makeup and get fancy, … kind of rough around the 
edges, who can fight any boy, with the roosters, … she was interesting to me 
because she was willing to modify herself, she was willing to adapt and adjust to a 
situation so that she could [keep] her cockfighting roosters (Krystal, 6/14/2006).     
 

The teachers seemed to like Teresita’s character because she was unpretentious and a 

little “rough around the edges,” she was willing to get dirty and work for what she 
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wanted, and willing to “modify herself” in order to fight for what was important to her.  

But the teachers also appreciated that, after winning the pageant, she returned to her 

simpler tomboy ways. 

Finally, the comparisons the teachers drew between the cousins, Georgie and 

Frankie, in Dolphin Day illustrates how the characters can behave appropriately and 

remain “simplistic”.   The teachers seemed to appreciate Frankie’s love of outdoors 

(Mary, 12/15/2005; Roland, 5/19/2006; Kiko, 8/10/2006) but appeared confused about 

how to respond to Georgie’s strong points. Roland shared “apparently he was a brilliant 

speller and a good academician” (5/19/2006).  Likewise, Krystal stated“[Georgie] can 

spell, he can do all these American western things” (5/31/2006).  Mary noticed that 

Georgie’s “world revolved around school” (12/15/2005).  Others pointed out that Georgie 

still hadn’t learned how to fit in: 

Georgie seems a little bit like the odd man out, he doesn’t really know anybody, 
he hasn’t established relationships, and he gets put upon a lot [by the family] 
‘Come spell this word’ You know, showing off a lot” (Krystal, 5/31/2006). 
 
[The illustration of George] meeting the family [and] the one [where] he’s arguing 
with Frankie, shows a feeling of discomfort, still getting used to the environment 
or adjusting (Kiko, 8/10/2006).   
   

The teachers could appreciate the strong physical appearance of Frankie but had trouble 

relating to Georgie’s quiet demeanor and academic prowess, an idea that seems unusual 

since the teachers appeared to place more emphasis on the character’s behaviors than on 

their appearances.  However, by applying the ideas of inafa’maolek (taking care of one 

another) and mamahlao (shame/humility) to the teachers’ consistently pointing out 

Frankie’s jealous responses to Georgie’s “being put upon to spell” (Krystal, 5/31/2006), 



 178

the teachers appeared to be responding to the idea that one boy was drawing more 

attention to himself to the disregard of his cousin and his peer rather than establishing a 

relationship where both boys were equals.  Thus, Georgie was not acting Chamorro 

because his actions could be interpreted as being pretentious. 

Basically, it appeared that the teachers preferred less refined characters.  The 

teachers appreciated the Teresita’s tomboyishness, her roughness, and her willingness to 

work hard and identified with outdoorsy attitude of Frankie.  In contrast, although they 

felt sympathy for the character of Georgie being out of place, the teachers’ comments 

revealed that they felt his actions made him appear more Western, more Americanized 

and less Chamorro.  In looking at these examples, the teachers appeared to connect being 

Chamorro with a simplicity that shields them from worldly priorities, such as materialism 

or individualism.  Instead, these teachers favored those characters who were down to 

earth or who portrayed a sense of humility or modesty. 

“We always have respect.”  In her seminal study of early 20th century Chamorros, 

Laura Thompson (1947) concluded that the attitude of respect was the most notable 

carryover from the island’s ancient social system and that the idea of respect for authority 

was “instilled into the child from birth throughout the formative years” (p. 187).  Since 

the children Thompson observed and wrote about would most likely include the 

grandparents (and, in some instances, the parents) of the teachers in this study, it came as 

no surprise that respect was a topic of conversation for the teachers.  For these teachers, 

the way in which respect was woven into the story was an important feature.  
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How the characters treated one another and how they showed respect was one 

element that many of the teachers actively looked for within the stories.  Kiko explains 

that “We [Chamorros] always have respect, that’s inafa’maolek, respect [for] the people, 

… with your environment, with everything around you” (5/12/2006).  As a whole, the 

teachers focused on how respect was paid to the elders and on the manginge’, or the 

traditional gesture of respect.  While Dolores pointed out “respect for the elders” (3/28/ 

2005) should be a strong theme for Chamorros, others provided reasons for the elders’ 

deserving respect. Eric explained “you revere your grandparents, most especially your 

grandmother because they are always the ones watching over you” (5/30/2006) and 

Roland elaborated that you should “love everyone, especially the elders” and that they 

deserve respect because their life experiences have given them wisdom (4/28/2006).   

Teachers appreciated those scenes that depicted acts of respect.  Mary “liked the 

references [to] manginge’ where the dad reminded her to åmen, to manginge’ and the 

grandmother blessing her” (12/29/2005).  Kiko’s comment “Being a participant, respetu 

for people and the environment. … Love for each other and for your parents” (5/12/2006) 

works together with Mary’s statement above to illustrate that respect is a reciprocal 

action with the younger participant offering a sign of respect and the elder giving a 

blessing in return.    

The manginge’ was a particularly strong element for Eric who praised the 

depiction in Grandma’s Love but expressed reservation in the way it was shown in Lola’s 

Journey Home. Looking at the illustration where Lola is sniffing her grandma’s hand 
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from the side, Eric said “I don’t think you manginge’ that way… unless it was supposed 

to be put out like she didn’t really know how to” (5/30/2006).  Kiko pointed out  

The angle in which the hand is being fanginge’ [is] inappropriate.  It should be 
directly in the front and right hand is correct, it should always be right… your 
right, my right. … There’s manamko’ that won’t do it.  If you try to take their left 
hand they’ll give you the other hand” (8/1/2006), 
 

demonstrating that there are rules associated with the showing of respect. 

Kiko’s comment also leads into the teachers’ talk about the ways respect is 

displayed in today’s society and how the traditional rules are changing.  For Eric, 

“ ’respeta hao manginge’, the kissing of the hand’ came out very strong… because this is 

changing.  Kids are shaking hands” (4/11/2006).  Even though he recognized that the 

gesture was influenced by Spanish custom, Ted expressed displeasure that the manginge’ 

is disappearing in favor of “the kissing of the cheek”:  

Now that we are more Americanized the kissing of the cheek goes more along 
with that and the changing of the times. … They’ve done it for over 300 years, it’s 
kind of leaving now in less than 61 years. .. When [the younger ones] come 
around me they want to kiss me and I stick out my hand [so they can åmen]. 
(8/9/2006)     

 
For most of the teachers, the traditional sign of respect, the manginge’, stood out as the 

proper gesture of respect.   

 As Kiko mentioned earlier, respect is extended to both humans and the 

environment (see the discussion on “Sharing emphasizes community”).  In other words, 

respect is more than paying homage to elders or individuals who have earned a person’s 

admiration.  For the Chamorro, respect includes the protection of traditions and the 

natural world.   In thinking about the ways in which Chamorros show respect for nature, 

the teachers focused on their responsibilities when dealing with the natural elements.  
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Some teachers talked about etiquette in nature while others talked about parts of the 

natural world that deserve respect based on Chamorro ideology and traditions. 

I’ve been surrounded by an ocean almost my whole life.  I love playing in the 
water but there are dangers out there and you should be aware of the [ocean]… 
it’s not all fun and games (Mary, 12/15/2005). 
 
There’s a lot more detail that they should [have included].  The sunset’s cool but 
… they’re at the ocean holding that talaya.  There’s no reference to that at all [in 
the text] and that’s a big part of our culture.  That [talaya] deserves respect [as 
well as the] fishing, the ocean, the sea (Kiko, 5/12/2006). 
 
Songs of Papa’s Island relates to Guam as far as the natural jungle and the sea and 
all that.  But for traditional things, cultural things, like going to the jungle and 
asking permission, I didn’t pick up anything on that. … Lola’s Journey Home 
actually [goes] into explaining the tronkon nunu and that [that] is where the spirits 
live and we shouldn’t bother them, we should ask permission” (Mary, 
12/29/2005). 
 

Mary’s comment points to the role Chamorro ancestral spirits, called taotaomo’na, play 

in regard to respect for the natural environment.  Mary and Roland talked about the way 

Chamorros honor the taotaomo’na by not disturbing nature or by acting respectful while 

walking through the boonies in Guam.  Finally, Roland summed up this link in his 

connection between the characters in Grandma’s Love and a local public service 

announcement against littering where a taotaomo’na and a young girl meet.  Roland said 

that the grandma is reminding her grandchildren that “this is our only island and if we 

trash it, no one else is going to clean it … so it’s our own responsibility” (4/28/2006).   

Basically, the modern Chamorro looks to the taotaomo’na as a guardian for the island’s 

natural environment, tethering the modern Chamorros to their cultural tradition of respect 

and reminding them of their responsibility to protect the natural environment.   
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By looking at the teachers’ connections to respect, one comes to understand that, 

for the Chamorros, respect is tied into the traditional ways of life.  Elders are shown 

respect because they take care of the younger Chamorros and because they hold wisdom 

based on their life experiences and knowledge.  The land and its guardians, or 

taotaomo’na, are shown respect because of the land’s important role in physically 

supporting the Chamorros’ life.   Thus, respect holds an important place in the lives of 

Chamorros because it allows an individual to strengthen their connections to others and 

to their island surroundings. 

Summary 

The Chamorro teachers in the study attempted to connect with the characters in 

two ways in order to identify with them as “Chamorro”—either through their physical 

features and body language or through their behavior and conduct.  If either one of these 

characteristics was there, the teachers were more likely to identify the character as 

Chamorro.  If the character did not exhibit either, they were more likely to reject the 

character as non-Chamorro.  Why were these attitudes favorable? 

By the teachers looking at the characters from the perspective of Chamorro in 

looks and then Chamorro in actions, they were signaling they understood that centuries of 

foreign influences have created changes within the physical appearances and behavior of 

the “traditional” Chamorro.   These teachers identify that on one end of the spectrum will 

be those Chamorros who look like them as well as act like them.  On the other end will be 

those individuals who may not look like them (in other words those who appear to be an 
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outsider) but honor and uphold those traditions, social practices and behaviors that they 

value.    

Survival: the Ability to Stay Strong and Move On 

Different teachers used different words—Dolores talked about resiliency, Krystal 

called it renewal, Mary referred to it as rebirth, Roland summed it up as survival—but 

what they all referred to was the ability of the Chamorro people to overcome obstacles 

(both manmade and natural) that threaten their existence.  Perez (1997) found that, 

throughout history, the indigenous people of Guam have taken an active role in 

“determining their destiny through physical, cultural and political resistance” and that 

modern Chamorros have engaged in cultural rearticulation activities as a way to revitalize 

their identity (p. 261).   Just as Perez’s (1997) participants highlighted ways in which 

Chamorros have engaged in activities that maintain cultural beliefs, attitudes and 

practices, these teachers talked about how Chamorro people have dealt with tragedy, 

voiced their concerns about changes that they see in certain practices and traditions, and 

shared their own efforts to maintain certain cultural norms.   

Dealing with Challenges/Enduring Hardships 

Guam has endured a fair number of challenges (e.g. typhoons, earthquakes, death, 

war) which tested the resolve of the Chamorros and, as a result, have influenced everyday 

actions.  For example, islanders take the effects of typhoons into consideration when 

planting crops, doing construction or planning outdoor events.  Also, because the 

extended family network system is most active in times of need, it is not uncommon for 

Chamorros to check the obituaries when planning their weekend.  As a result, many 
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Chamorro children have participated in the rituals related to death, grief and loss before 

they enter middle school.  Within this study, the teachers focused on this idea by talking 

about what it takes to not only physically survive but also to protect a person’s psyche on 

an island where disasters are a “part of life” (Krystal, 5/31/2006). 

Due to the regular occurrence of storms that hit the island, it is not surprising that 

the responses for Isa’s Avocado Tree began with talking about actions and feelings that 

are associated with typhoons.  Dolores said “[Isa’s Avocado Tree] reveals the resilient 

behavior and hopeful reactions of the people when faced with disaster” (3/28/2005). 

Later, she points to the father risking his life to save the neighbors as a significant 

example for her because it reminded her of her own experience during Typhoon Karen 

(Dolores, 7/27/2005).  Mary and Krystal connected with the character’s efforts in trying 

to deal with the storm: 

It was easy for me to relate to [Isa].  The little girl [was] dealing with the typhoon 
and everybody[‘s] cramped into the room and helping to clean [afterwards]. … 
The author did a good job of explaining the packing up the non-perishable food, 
bringing the radio, doing all the pretty standard “when a typhoon is coming” kind 
of stuff. … Lots of the memories I have of typhoons are from when I was about 
Isa’s age.  So relating to the preparations before the storm and the cleaning up 
afterwards [was easy] (Krystal, 5/13/2006). 

 
I was reading about Isa trying to reinforce her tree.  I’m [thinking] “Oh that is so 
cute but it’s not going to work.  Good try. … Maybe if you dug it up and took it 
inside with you [because] that big stick is not going to help” (Mary, 12/15/2005). 

 
Comparing their own experiences with Isa’s, the teachers empathized with Isa’s 

predicament, talked about what needed to be done in preparation or a storm, and, at 

times, offered suggestions of what worked for them.  
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With some of the other stories, the teachers were drawn to other survival 

mechanisms they found and talked about why they were significant.  In Keeper of the 

Night, Krystal pointed out how Isabel’s family wanted her to follow in her mom’s 

footsteps to keep her mother’s memory alive and Isabel’s resistance was a way for her to 

survive. “There was a lot of pressure for her to be in the pageant because her mom was in 

the pageant… She didn’t really want to follow in her mom’s footsteps… [with] the whole 

beauty queen thing, Isabel was trying to figure out who she was” (6/14/2006).  With 

Lola’s Journey Home, Roland pointed out how Grandma Deding was instrumental in 

Lola’s discovering her identity and by reminding Lola that “[she] is [her] granddaughter” 

and in enduring the boy’s teasing by showing Lola that she “was one of her [grandma’s] 

favorite things” (6/14/2006).  In reflecting on Grandma’s Love, others also illustrated 

how families and faith play into survival.  Thinking about her grandma’s involvement in 

her spiritual upbringing, Mary shared that her grandmother would  

get so upset when my brother and I were late for CCD.  … or if we missed church.  
After a while, [we] stopped going.  I knew my grandma was really upset about that.  
In middle school, my brother and I started to go to mass [again].  My grandma was so 
happy that by the time we got home, [she’d have] breakfast on the table (12/20/2005).   

 
While it appears that Mary’s grandmother was trying to encourage her to attend mass, 

when this exchange is coupled with Dolores’ comment that “we go to church in our time 

of need, even with the death of family” (7/27/2005), it highlights the idea that her 

grandmother was also quietly reminding Mary that her faith is a part of her Chamorro 

identity and that she will need her faith in order to survive.  In contrast, Kiko showed that 

religion and culture can sometimes be at odds with each other:   
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I’ve had a conflict in culture … between how I was raised and what I was taught 
in the Catholic Church and [in school].  If it’s borderline, I’m going with what I 
was told by my parents … what my parents taught me (5/12/2006). 

 
In these instances, Kiko realized that his own survival relied upon his making 

compromises between different cultural norms.  One common idea that ran through these 

scenarios and different mechanisms is the idea of change.  The teachers all recognized the 

idea that survival required them to face change… whether or not the change actually 

happened was not important; what was important was their ability to consider change as a 

way to continue on.   

Whether the teachers spoke about physical survival or about enduring difficult 

circumstances, they all had one underlying point: the ability of the Chamorro people to 

pick themselves back up and to grow stronger from the experiences.  For example, after 

thinking about the characters Isabel (Keeper of the Night) and Isa (Isa’s Avocado Tree), 

Dolores explained that after tragedies “[Chamorros] spring back to their normal routines.  

[I’m] not saying they’ve forgotten but they have fortitude … they manage no matter how 

hard their life is.  They are able to cope with life” (7/27/2005).  In talking about Isa’s 

Avocado Tree, others recognized how tragedies and disasters can wear upon an 

individual’s spirit and resolve.  Even though she thought the illustration depicting the 

inner spirit of Isa was “too transcendental,” Mary acknowledged that one of the valuable 

lessons in the book pertained to carrying on:  

Just because you’ve lost something that you cared for doesn’t mean that’s the 
total end.  She was so depressed like she was never going to move on.  Then she 
realized that “this is not the end” and that she can move on.  [She’s] learning not 
to be so negative. …  New baby, new puppy, new tree, new roof… all of them 
[are a] rebirth (12/15/2005). 
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Similarly, Krystal talked about Isa’s “dealing with disappointment” after her avocado tree 

was destroyed in the storm and Kiko gives her a new seed.  

[The book talks about] how you move beyond all that.  You get some bum luck 
and then you move on.  [The last page] explains how Isa feels safe that everything 
is coming back together.  She’s got a new puppy, a new avocado tree, Dad’s 
putting a new roof on the house.  Everything is getting “renewed”.  The cycle 
starts all over again. (5/31/2006).  

 
In addition, Roland illustrated how manmade catastrophes, such as war, have contributed 

to the Chamorro resolve: 

She’s like every old lady!  All the stories, baking bread, … and hiding a disease!  
That’s my grandmother.  My grandmother had cancer.  When the doctor finally 
found it my grandma said “I had that lump for fourteen years and I never told 
anybody.”  These old ladies are very stubborn and [believe that] if they are feeling 
fine, they’re fine. … They grew up during …World War II.  That made them 
independent.  There were no doctors in World War II.  If you got sick, then you 
saw the suruhanu.  If that didn’t help then you’re on your own to survive.  Only 
the strong survived back then (6/14/2006).  

 
Through their responses, the teachers highlight how they are proud of the fact that 

Chamorros are able to continue on despite the hardships and challenges they have 

endured.   

Survival of a culture 

Since the 1940s, scholars have studied how Westernization (in particular 

Americanization) has influenced the indigenous culture.  As early as 1947, Laura 

Thompson pointed out ways in which Western philosophies were changing the social 

fabric of the Chamorro people. While many studies focus on how the Chamorro culture is 

in danger, Perez’s study on Chamorro rearticulation practices showed how the culture has 

endured through deliberate actions of the Chamorro people.  Similarly, Flores (1999) 

identified art as the most dynamic way in which Chamorros are re-enforcing their 
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identity.  In this study, the teachers talked about ways in which the culture has survived, 

their concern for certain practices, and their own efforts in preserving those traditions 

they felt were important to the Chamorro culture.  For these teachers, certain practices—

language, respect, cultural foods, and storytelling—served as symbols of the culture’s 

sustainability.  

“Language is the centerpiece of the culture.”  After approximately forty years of 

local legislation and public awareness campaigns designed to revitalize the language by 

linking it to Chamorro identity, most local people see the Chamorro language as “the 

centerpiece of the culture” (Roland, 6/14/2006).  This perception has made language one 

of the most visible cultural icons for Chamorros.  However, despite its high cultural value 

and efforts to improve its public status, Chamorro has not replaced English as the 

language de facto in education and commerce and now struggles with its position within 

the private homes.  Showing their awareness of this fact, some teachers commented on 

the tenuous position of the Chamorro language today.   

[I have an aunt] in Kansas and she doesn’t even speak the language anymore.  Her 
brothers and sisters would speak to her in Chamorro but she’ll respond in English.  
I don’t know if you could lose your native tongue” (Eric, 5/15/2006).  
 
My nana could understand English but she couldn’t speak it or she refused to.  No 
one could figure that out… the only one who knew was my Tata, my grandfather. 
… [When there were words we didn’t know,] she would make it into a game ….   
We would just get frustrated and run to my grandpa “what did she say?” But now 
…I wish I had just tried (Mary, 12/20/2005). 
 
My brother got into it on his own and it was better that way because he learned 
more.  When he started going back to school, he started taking Chamorro 
language class.  That was when he started getting interested in it (Mary, 
12/20/2005). 
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One of the biggest problems, still today, is I asked my mom and my in-laws to 
speak Chamorro to my son and they still did not speak Chamorro to [him].  They 
wouldn’t do it because they’ve already lived their life used to talking to people 
younger than them in English.  They’ve forgotten how to speak Chamorro to their 
kids.  They lost their belief that kids could believe, could learn Chamorro. … 
Language is going to be my gift to my son—his language, the Chamorro 
language.  If you asked me what the greatest gift I’ve ever gotten other than life, 
[it] is the gift of language from my grandmother (Kiko, 5/12/2006).   
 

Thus, the teachers, whether they could speak the language fluently or not, saw language 

as an important cultural icon and one that represents the survival of the Chamorro culture.  

Respect is a philosophy for life.  When respect was discussed earlier, the focus 

was on ways in which the practice helped the teachers to identify someone as 

“Chamorro.”  However, in the midst of that conversation were Ted and Eric’s comments 

regarding the evolution of this practice.  For example, Ted talked about how he and his 

cousins are encouraging their nieces and nephews to practice the manginge’ (kissing of 

the hand) rather than the kissing of the cheek:  

When they come around me, they want to kiss me.  I stick out my hand so 
whatever they’re trying to do, I just say “Uhh-uhh.  Come over here.  Now [my] 
younger cousins are trying [to encourage it].  They are actually trying to follow 
the fanginge’. They are actually going up, holding their hand and doing that 
instead of kissing cheeks (8/9/2005).  
 

In his reflecting on his cousins’ calling their second cousins by their first names, Eric 

related the following story: 

[In the states,] if it’s your parent’s first cousins, [you don’t refer to them as] aunt 
or uncle, it’s by first names.  [My stateside cousins] started calling [their parents’ 
cousins] by their first names.  We were like “Oh my God, you’re so 
disrespectful.”  Of course we don’t say it that way.  I just started calling them 
auntie and then I noticed that [my cousins] changed and started calling them 
[auntie] (5/15/2006). 
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His final comment about his cousins calling their elders as auntie and uncle constituted a 

return to the Chamorro concept of how to show respect within the family.  Both Ted and 

Eric provided examples of how Chamorros are recognizing that certain traditions that are 

subject to change and that they have a responsibilities to be role models for their younger 

counterparts if they wish for these traditional practices to continue. 

 Some teachers pointed out that respect extends to the natural environment and that 

this attitude has gained renewed significance in contemporary society.  For example, 

Kiko felt that the illustration of a father and son at the beach in Grandma’s Love were 

powerful but believed the text should have paid “respect to the fishing, the ocean” 

because the connection to ocean is a “big part of our culture” (5/12/2006).  In this 

instance, Kiko draws attention to an illustration that reflects a method of cultural survival 

(father passing the culture on to his son how to respect the ocean) and of physical 

survival (traditional methods of fishing for food).  On another page, Kiko appreciated that 

the author paid respect to the island’s natural beauty but cautioned that a hierarchy exists 

with respect being paid to edible plants and animals before those not essential to human 

survival (5/12/2006). One connection that Mary was able to make in Endless Summer 

was how the father was teaching his sons to take care of something that was smaller than 

them (12/5/2005).  Finally, Roland’s earlier connection between Grandma’s Love to a 

local public service announcement about cleaning up Guam’s beaches (discussed in “We 

always have respect”) illustrated how Chamorros are using traditional customs of respect 

to remind people of their responsibility to the environment.  In these different instances, 

the teachers highlighted the fact that Chamorros see respect as a core part of the 
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traditional culture and have engaged in small-scale efforts to curb changes in this practice 

as well as to remind others of the importance of traditional practices in modern life.       

Everything revolves around food.   “Everything about Chamorros revolves around 

food” (Roland, 10/7/2005).  In ancient society, rice was an important crop that was 

reserved for rituals (Lévesque, v.7, 1992; Cunningham, 1992, p. 123).  Early explorers 

talked about the dissemination of foods at feasts and at funeral rites, providing details that 

showed how food was an important symbol that showed status as well as hospitality.  

Likewise, modern sociologists have explained how food has become an important 

commodity of exchange in reciprocal arrangements (Crumrine, 1982; Iyechad, 2001).  So 

what role did these teachers see food playing in the modern Chamorro context?  In this 

study, the teachers illustrate how food continues to hold an important role in the 

Chamorro exchange network. 

For these teachers, food was a cultural marker that reminded them of home or of 

family.  Certain foods evoked a sensual personal response or a childhood memory.  JP 

said she could “smell the rosketti” (8/8/2005) and Eric “wanted to eat the guyuria” 

(5/12/2006).  Dolores remarked how the description of betelnut picking in Endless 

Summer was so “Good grief!”(7/27/2005) realistic that she believed the author must have 

gone picking before.  Mary shared how the killing of the pig in Endless Summer was so 

vivid that it transported her to when she would be the one holding the pan: “Oh God!  

That was my job [to] catch the blood… after that [I had to] take it inside to Grandma” 

(12/5/2005).  In contrast, Krystal questioned how thirteen-year-old Isabel had been able 

to master harvesting and cooking golai hagon suni (taro in coconut milk) at such a young 
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age (6/14/2006).  Some foods encouraged them to reflect on their cultural importance, 

such as Kiko sharing: “you gotta look for what makes it really important.  [There was a 

time] when typhoons came and destroyed everything, leveled the island… what kept you 

alive was [what] was underground—the roots, the aguon—because they were not 

destroyed” (5/12/2006).  Finally, others caused them to stop and think: Eric wondered if 

he had ever eaten pineapple ice cream; Roland never saw his “grandmother eat afok… 

that’s a Micronesian influx” (6/14/2006).  These comments hinted at how the teachers 

saw food from a cultural perspective. 

Whenever they discussed food, their comments generally came back to their home 

life.  Curiously, most of the teachers claimed that their grandmother was just like the 

character in the book, “always baking” (Eric, 5/30/2006) with some expounding on which 

baked item their grandmothers were known for, such as Mary who explained that her 

grandmother’s “specialty was bread and her sister made rosketti” (12/29/2005).  Eric 

appreciated that no matter what his grandmother baked, she would always leave some out 

“not just for me but for the family” (5/30/2006).  Thus, family and food were experienced 

together.   

The teachers’ responses also drew attention to how food has been used as a 

catalyst to draw people together.  Roland’s comment “’fiesta time’ is a local thing” 

(5/19/2006) refers to a time honored tradition where each village hosts a festival which 

combines religious observances with social activities.  Centuries of these observances 

have result in annual feasts that bring together large numbers of people (kinfolk, friends, 

and acquaintances).  In her connection to Evelyn Flores’ books, Krystal shared that when 
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it was family time at her mother-in-law’s house, her mother-in-law would immediately 

start preparing food. “[When she knows] the kids are coming down … she’d fry 

bunuelos” (4/19/2006) and that the family didn’t need a reason to get together “every 

Sunday was family get-together day” (5/31/2006).  Similarly, Kiko shared that his 

extended family would spend entire evenings fishing together: 

[The men] would start at Tumon and pull nets all the way to Ypao [beach].  By 
[then], the women are there and they have a fire going. … So we’ll cook, eat, and 
rest for two, three hours,  Then we’d start pulling back.  [W]e’d finish about 4:00, 
5:00 [am], …drive back to Dededo, the women are there now we’d give them 
some fish to cook for breakfast and we’d start [to] “patte (divide) the fish” … it 
was fun but it was work. Everyone had their jobs. You learned it and did it.  As 
you got older, people would change positions.  It’s like going to barbeques and at 
first they tell you to bring ice and drinks, later you progress to where you make 
the kelaguen.  That means you’ve progressed and they know they can trust you … 
that you’re going to make good kelaguen [not the] one that nobody likes” 
(8/1/2006).   

 
In this instance, Kiko shows how, as subsistence farming and food sharing agreements 

among kindred were replaced by supermarkets and roadside vegetable stands, fiestas and 

rosaries have become important vehicles for encouraging relationships and that 

cooperating in food preparation is vital to the success of these functions.  Through his 

comments, the idea that the preparation and sharing of food can be considered cultural 

sustenance comes to light because it brings family together in the preparation of food and 

brings kinsmen and friends together in the sharing of meals. 

Because food has been used as a catalyst to draw people together, it is not 

surprising that the sharing of food leads to the sharing of themselves through stories. Ted 

and JP talked about how food and storytelling tended to be inseparable events with Ted 

sharing how he and his cousins would joke with their grandmother and share stories as 
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they helped her prepare titiyas (8/9/2005) and JP reflecting on how working together 

would prompt people to start telling stories (8/8/2005).  Their comments hint at another 

important factor in cultural survival.  

Storytelling is how the culture is passed on.  Despite political and social changes, 

storytelling has remained a vital activity in the Chamorro lifestyle.  At least up until the 

1960s (when air-conditioned concrete homes began to replace wood and tin homes), 

Chamorros participated in community storytelling events and folksongs to entertain, to 

provide information to both children and neighbors, and to mend relationships 

(Thompson, 1947; Souder, 1993).   Today, “storying” remains a vehicle to discover and 

maintain relationships with others and to reaffirm cultural values.  In the workplace, it is 

common practice for colleagues to share stories with each other at a meeting before they 

begin their business.  In this study, the teachers viewed stories and storytelling as a way 

to tie their cultural roots to the stories they read and to their modern lives.  

The Chamorro teachers saw the inclusion of storytelling as an important feature to 

discuss.  JP highlighted the sharing of stories in at least two books as the most memorable 

or significant event in the book:  

Lola was able to share her stories about the wonderful things she shared with her 
grandmother Deding, feeding the chickens, watering the plants, and walking with 
her grandmother to see the old stone hotno (8/1/2005). 
 
The big idea is [the] grandmother sharing stories and baking the local cookies 
(8/8/2005) 
 

Likewise, Krystal explained that duendes stories are ”not uncommon stories that even her 

kindergarteners could understand and appreciate …because by the age of 5 or 6 [they] 
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had already heard these stories at home” (4/19/2006).  JP and Krystal’s comments 

showed how they view stories as being instrumental in the culture being passed down.  

When they connected with a particular scene or illustration, some teachers were 

prompted to share a family story or to talk about how their families shared stories.  For 

example, Ted shared anecdotes about his grandmother’s relationship with all her 

grandchildren and the family’s weekends at the ranch while talking about Grandma’s 

Love (8/9/2005).  Whenever Kiko related strongly to some feature of the story, his initial 

response was to share a story about his family’s fishing parties, living with his 

grandmother, or his experiences in the mainland (8/10/2006, 5/12/2006, 8/1/2006).  He 

would then explain how the stories fit into his understanding of the Chamorro culture, his 

world or what he had read.  On a smaller level, Eric made a personal connection with a 

picture of a grandmother sitting with her grandchildren: “I see my grandmother [when] I 

[see] this and of her telling stories of the past” (4/11/2006).  In a similar manner, Krystal 

admitted that she and her brother became duendes hunters, “searching the coconut trees 

for the magic pot” (4/19/2006) after hearing about the duendes from her adoptive 

grandfather when they were younger.  And again, Mary shared how her grandfather 

would sit underneath the cherry tree on the ranch and tell them stories (12/20/2005).   

Another interesting facet about their storytelling comments is how there was a 

special place where stories tended to be told.  While Kiko’s grandmother shared stories 

with him at bedtime, Mary’s grandfather would teach them lessons and share stories 

underneath a cherry tree (12/20/2005).  Also, Eric said his grandmother “was a storyteller 

and…. she’d have ranch next to her house.  She would never go inside the house.  Very 
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interesting she would never go inside our house, she’d always be at her ranch, telling 

stories” (5/30/2006). 

As mentioned earlier, JP and Ted both observed that stories and food were a 

natural combination.   In looking within the children’s literature, that same phenomenon 

can be seen with Grandma telling Lola stories while they visited the old hotno in Lola’s 

Journey Home and with the “jokings that come out” among the manamko as the 

fina’mames were passed out after the rosary (Eric, 5/30/2006).  In Duendes Hunter, Little 

Girl is told about the duendes as her grandmother prepared rosketti.  Many of the teachers 

(JP, Ted, Eric, Krystal) found this combination a natural yet powerful image of how 

sharing meals and sharing stories work together in bonding the families together. 

Upon discovering that many of these stories were told outdoors, I wondered “why 

outside?”  Kiko’s comment on outside porches provides the beginning of an explanation.  

He said that “[inside the home] was reserved for the immediate family” (5/12/2006) 

because sleeping was the primary activity done inside.  He further emphasized that the 

outside porch (and later the outdoor kitchen) was where most social activities were 

carried out.  In addition, cultural instruction was traditionally done outdoors since they 

were generally informal teaching moments (such as those pointed out in the section 

Grandparents).  In order to keep these inside spaces private, Chamorros created outdoor 

spaces where they could interact with others and share stories, show hospitality, and 

repay obligations to others.  Thus, since both social and educational activities were 

traditionally conducted outside, it seems reasonable that these stories would also be told 

outdoors.   
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Even though they spoke about it as a “fact of life,” the teachers also found 

importance in the notion of survival.  Their responses highlighted the ways in which the 

people have endured hardships and celebrated the survival of the culture.  In addition to 

talking about how the notions of storytelling, language and food are ways that the 

Chamorro culture has been kept alive, these teachers spoke about their roles as the 

bearers of culture and how the older generation must actively find ways to pass on these 

traditions, attitudes and behaviors to a new generation of Chamorros who are finding 

favor with other cultural norms and traditions.     

The Chamorro Connections 

In summary, the cultural connections that these teachers made regarding the 

books set in Guam and the Marianas Island were influenced, not just by the traditional 

values taught to them, but more importantly by the everyday routines, obligations or 

social expectations that they have placed on themselves.  As they reflected on the ways 

that these stories resembled their own lives, the teachers focused on three ideas related to 

Chamorro culture: family, being Chamorro, and survival.     

While talking about family, the teachers not only highlighted the intricacies of a 

Chamorro network system but also demonstrated why the way the characters interacted 

with each other was of the utmost importance to them.  For example, they appreciated the 

grandmother-grandchild relationships in Grandma’s Love, Lola’s Journey Home and 

Duendes Hunter because they identified with the grandparent’s active involvement in 

childrearing and the nurturing of grandchildren (Barusch & Steen, 1989).  The teachers 

found the relationship between cousins Georgie and Frankie in Dolphin Day engaging for 
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two reasons. First, families are now often split between the island and the US mainland 

and this story highlighted how tensions that come from this separation is a common 

reality.  Second, Chamorros see their relationships with cousins begin in childhood as 

companions and grow into a part of their support network as they approach adulthood.  

Finally, the teachers appreciated the way that the family members (whether it was Aunt 

Bernadette in Keeper of the Night, Nana in Lola’s Journey Home or Isa’s father and Kiko 

in Isa’s Avocado Tree) provided emotional or physical support to the main character in 

his or her time of need.  In essence, these teachers illustrated how it is not just the 

presence of family in the story but the type of relationship that these family members 

have with each other that was significant.   

After a century of social, political and economic changes, the Chamorro 

community has not settled the question of how to define “Chamorro.”  The connections 

that these teachers made related to identifying Chamorro represented the various stances 

that different groups have used to explain what it means to be Chamorro.  However, their 

responses also shed light on how Chamorros have informally identified others who are 

Chamorro when so many variations of the definition exist.  For these teachers, they 

initially attempted to identify a character as Chamorro by looking for physical features 

that they felt were “local.”  However, when faced with characters who looked local but 

did not behave appropriately and a character who looked different but “sounded 

Chamorro,” the teachers began to question what truly made them Chamorro.  For these 

teachers, the defining factor in determining whether or not the person was Chamorro lay 

in the actions and attitudes of the characters.  The teachers tended to identify with the 
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character when that person was acting “Chamorro,” such as showing respect properly or 

being humble or not materialistic.  In other words, the teachers appeared to identify 

Chamorro as an ethnic identity and as a behavioral construct but they found more value 

in those characters that acted or behaved Chamorro than in those who looked Chamorro. 

Albert Wendt posits that Pacific literature was borne out of post-colonial theory 

and it shows how people live in and react to a reality changed by colonialism (Wendt, 

2006).   As such, a piece of Pacific literature either focuses directly on cultural conflicts 

or captures how individuals exist in the resulting reality of these interactions.  For these 

teachers, the theme of survival (whether it was called resiliency, survival, renewal or 

rebirth) seemed to embody Wendt’s definition of Pacific literature because the teachers 

focused on ways in which cultural practices persisted even when modern practices 

threatened to replace them.   Their responses showed they are aware of how their world is 

changing, that their reality is one that includes a struggle to pass on traditions and 

practices to a generation that also finds meaningful connections with another culture and 

how certain children’s books touch on this reality.  In much the same manner that Perez 

(1997) found the attitude of respect and practice of chenchule (reciprocity) worked 

towards cultural rearticulation, the teachers’ responses illustrated how the depictions of 

language, respect, food, and storytelling not only created a sense of realism within the 

stories, as Wendt explains, but also illustrated how these cultural markers work towards 

Chamorro rearticulation, as Perez and Flores purport.  In sum, “survival” focused on how 

the Chamorro people and the culture have faced challenges, trials and tribulations in their 

history and they have adapted and endured.  Under the premises of Pacific literature and 
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cultural rearticulation, this endurance gives the Chamorro teachers examples of how they 

are a strong in culture and as a people and in doing so, shows them how they are to be 

proud of their history (with all its bumps, bruises and tragic events). 
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CHAPTER 6: CORE VALUES AMONG CHAMORRO READERS 
 

Cultural values in multicultural literature present a difficult yet enriching 

challenge because they “represent [the] genuine human side” of a specific group (Mo & 

Shen, 2003, p. 210).  The difficult part of the challenge is in presenting the authentic 

values of one culture in such a way that it honors and affirms the culture represented but 

portrays them in a way that is meaningful and valuable to another culture (Mo & Shen, 

2003).  The enriching part of this feat lies in the fact that when that balance of values is 

achieved it provides an understanding that allows all readers to gain an understanding of 

themselves and of other groups (Kelley, 2008).   

On the crest of the Chamorro cultural renaissance that began in the 1980s, 

educators have described Chamorro values as a complex system of beliefs that is focused 

on maintaining harmony and is carried out through acts of respect and deference to 

family members (Cunningham, 1992; PSECC, 2004; Sellman, 1994;).  Similarly, 

scholars have described how these values manifest themselves in various Chamorro 

social systems (Iyechad, 2001; Monnig, 2007).  Since the genre of contemporary realistic 

fiction is to capture reality in its story and portray what is valued by a community, I 

wanted to know more about which values members of the Chamorro community felt 

were important inclusions in children’s literature and how these values should be 

portrayed.  In order to explore this idea, I began with the question: what do Chamorro 

teachers identify as the core values from these cultural connections? 
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Methodology 

 Analysis for this question was derived from the teachers’ cultural models and 

from their responses to books that have a Guam setting.  In order to gain some 

perspective on what these teachers believed were Chamorro values, they were asked to 

engage in a generative theme activity (Short, 2004) where they were asked to list ideas 

and concepts they associated with the Chamorro culture and to group similar ideas 

together under descriptive categories so that they created a working model of how they 

felt the Chamorro culture could be explained.  The transcripts of their generative theme 

activity and the models themselves constituted the primary source of data for developing 

the initial categories.  Analysis was conducted using a constant comparative analysis 

method (Bogdan & Belkin, 2003; Glaser & Strauss, 1967) in which I reviewed the 

transcripts of the generative theme activity for common ideas or elements.  This iteration 

provided the initial categories and their working definitions.  After the initial categories 

were identified, I reviewed the transcripts of their discussions of the books to find 

instances in which their comments reflected the working definitions.  These chunks of 

data were then arranged by similar concepts and ideas, creating subcategories that refined 

the categories as they pertained to the research question.   

The Core Values 

The Chamorro culture “has withstood acculturation by Spanish, Japanese, 

German and American … because [its] core values (the fundamental values that define a 

culture) have been passed on to each new generation” (Cunningham, 1992, pp. 85-86).   

The teachers identified “cultural values [as] all those things that a group of people believe 
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in and practice and traditions, cultural traditions, religious traditions.  It’s just the 

principles that a culture believes in, including religion, tradition, food” (Faye, 

12/20/2007).  For them, the Chamorro values were guiding principles for how they 

structured their lives and the traditions they practiced within their families or 

communities.   

Some teachers identified with the more traditional concepts.  For example, Ted 

explained that while he lived in a central village, most of his cultural knowledge stems 

from his experiences in the South so he emphasized the ideas of inafa’maolek, support 

and reciprocity (8/3/2005, 8/8/2005, 8/9/2005).  Dolores expressed her culture using 

Chamorro terms such as diñana (togetherness as a community or as a family) and 

inafa’maolek (3/16/2005, 7/27/2005).  For Kiko, respect for authority, family and nature 

was “absolute” (9/19/2005) and Eric explained that he was brought up by practicing 

traditional forms of respect in order to achieve inafa’maolek, explaining that, in his 

family, this latter value was emphasized in phrases such as “ta afa’maolek todos hamyo 

(let’s all make sure everything is good)” and “ti mamaigo si Yu’os (God is not sleeping)” 

(6/22/2006).     

In contrast, others illustrated how life experiences and events can influence their 

personal sense of culture.  JP stated that, while she understands why the concept of 

family is an important part of being Chamorro, her personal experiences caused her to 

place a higher priority on inafa’maolek, community, mamahlao, and kinship (8/9/2005).  

Faye explained she grew up in a bicultural family so she did not want to speak 

authoritatively about the Chamorro culture because she would have “a really hard time 
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drawing a line between what’s Filipino and what’s Chamorro because they were so 

enmeshed when I was growing up” (7/11/2006).  With that said, Faye said that “church 

was a priority, school was a priority, [as was] respect[ing] and honor[ing] the spirits, 

respect and family [were] important” (7/11/2006).  Roland pointed out that harmony and 

respect were core values for him (6/14/2006) but also explained that deciphering what is 

uniquely Chamorro was difficult because of its similarities to other Pacific cultures 

(10/7/2005), a point that was echoed by Krystal (5/31/2006) and Mary (12/20/2005).   

Mary decided it all came down to two things, inafa’maolek and family, even though she 

asked herself “am I REALLY [a part of this]? …[but because] it’s so much a part of what 

my family did or what my family is, that it just became a part of me” (1/20/2006). 

When asked to define their cultural values or provide examples of these values 

within the books, the teachers explained frankly that their understanding of cultural 

values would vary from others’ perceptions.  Instead of talking about the values as 

general concepts, they placed cultural values or attitudes within their individual contexts.  

In doing so, the participants were practicing a Chamorro cultural norm of avoiding 

confrontation by providing a personal definition rather than propose one that might differ 

from others’ perceptions.  At the same time, the teachers also illustrated how culture can 

be personal because each person decided which norms, practices or attitudes that his or 

her family emphasized and understood that these choices would not necessarily be the 

same as others.  Thus, their responses provided the range of expectations and social 

practices that are considered acceptable within the different values they spoke about.   
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In their individual discussions of cultural values, the teachers collectively focused 

on four values that they have gained from their elders and they wish to pass on: 

inafa’maolek, respetu, family and faith.  In addition, the teachers also emphasized the 

practices of manginge’ and mamahlao in their responses.   Therefore, these six concepts 

appeared to constitute their set of core values. 

TED FAYE DOLORES MARY JP ERIC  KIKO KRYSTAL ROLAND 

Inafa’maolek 
harmony Faith Family Inafa’maolek Inafa'maolek Respetu Respetu Family Harmony  

Obligation Family: 
Harmony 
Inafa’maolek 

Family 
(kinship 
Relationships 
& 
Religion) 

Obligations Inafa'maolek Inafa’maolek Religion Family 

Kinship Respect Reciprocity Respect Mamahlao Mamahlao Inagofli’e’ 
Traditions/ 
Practices   

Grandparents 
Family   Obligations   Community  Chenchule 

 Inakompren
de     

Mamahlao   Spirits   Harmony         
Spirits & 
Respect for 
nature   

 Diñana 
   Kinship         

    Respect     

    Faith     

    Family     
Figure G: Matrix of Teachers' Cultural Values 

 

Inafa’maolek Means Taking Care of One Another 

Inafa’maolek, the idea of sharing and taking care of one another, was recognized 

as being central to the Chamorro cultural value system.  Inafa’maolek is based on “the 

powerful concern for mutualism rather than individualism” (Cunningham, 1992, p. 86) 

and manifests itself in the relationships with self, the family or clan, and the natural and 
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spiritual worlds (Sellman, 1994).  For most teachers, it was the most fundamental value 

and a guiding principle of how they conducted themselves in social interactions as well as 

their actions within the natural environment.  

Inafa’maolek can be best explained as a conglomerate of actions and attitudes that 

focuses on group harmony and diverts a person away from thoughts of self-importance.  

Dolores said Chamorros have obligations to one another, to their family and then also to 

the community (7/27/2005).  Eric explained that it meant “for the betterment, for the 

good of all, [but at times it also can equate] to save face, to show respect, to continue 

have harmony” 6/22/2006) and JP reminded that inafa’maolek meant not only working 

things out but also doing your best to keep the peace or avoid confrontations (5/3/2005).   

 The teachers explained that inafa’maolek is practiced and taught to children 

through the importance of family.  Faye and her daughter Krystal illustrated how this 

practice worked within their family.   

Faye:   I’ve raised two daughters and a son.  Inevitably, there were differences. 
The bottom line was it doesn’t matter what the issue was, you better get 
along with each other because it’s important that you get along, you’re a 
family.  Nothing is more important than family and caring about each 
other and taking care of each other.  So it doesn’t matter what those 
differences are you get past [them] and still take care of each other, 
support each other, defend each other, that’s the way it was in raising the 
kids. We see it now with the grandkids, stop fighting, stop arguing about 
this, you have to get along with each other.   

Krystal:  I’m raising three girls.  My 2 older ones are 9 and 11, there’s constant 
conflict between the two.  The phrase in my house is “Enough, you’re 
sisters and that’s just the end of it.”  It doesn’t matter what your friends 
are doing, this is the person that’s going to be there for you no matter 
what, this is YOUR FAMILY. You have to figure out a way to make 
this work because you’re sisters forever. …  The most important thing if 
we take them somewhere, “you do not leave your sister anywhere, you 
are each responsible for each other. You are sisters. Don’t you dare 
come to me as just one and leave the other one behind.  I don’t care [if 
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you see] your friends, I don’t care where you’re at or what else if going 
on, this is your sister!” (12/20/2007).  

 
Eric’s family encouraged an emphasis on “we” and “us” when working together in order 

to remind each other that they should be working together and not expect one person to 

carry the burden alone:  

I've grown up with "Ti mamaigo' si Yu'os (God is not sleeping)” and "Po'lu ha' 
(Leave it alone, Don't worry about it)”.  My mom would always say "ta 
afa'maolek" not inafa' maolek but ta afa'maolek.  That means to make good "let's 
make good, ensure the good”, or “let’s make sure that everything is good, always 
good, always respectful” (6/22/2006). 
 

Basically, the goal in the household was to ensure that the needs of each member were 

taken care of and it was made known that it was each member’s responsibility to help 

meet those needs in whatever way possible.   

Even though some of them used the word obligation to explain this value, the 

teachers also emphasized that there is a difference between obligation and inafa’maolek.   

Mary:  Obligation is more like forced, it’s you feel like you’re forced to do 
something you don’t want to do. 

Ted:  But there’s a degree of concern.  I do it because I have to do it but with 
inafa’maolek I’m really concerned so I’m doing it out of that concern.   

Krystal: and you don’t expect anything back from it with inafa’maolek.  You do it 
because you genuinely choose to do it.  You assume those responsibilities.  
With obligation, I’m doing it because there’s some kind of reward for 
doing it.  People are going to look at me and say “oh she’s such a good 
person because she’s doing this and that”.  That’s obligation.  In 
inafa’maolek, you don’t expect that.  You’re doing it just because … It’s 
your choice.  It comes from within you to take care of whatever needs to 
be taken care of.  And it doesn’t matter if people think highly of you or not 
or if you have to give up your own things (12/28/2007). 

 
In other words, inafa’maolek is only observed when a person gives of him or herself 

willingly and shows sincere concern or affection for another person.   
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In sum, the teachers illustrated that this value is practiced through the sharing of 

workloads and responsibilities, by maintaining a sense of harmony or goodwill within a 

group, and by expressing a genuine concern for each other.   Through their comments, 

three strains of explaining how inafa’maolek works emerge:  

• Inafa’maolek is working together or supporting each other. 
• Inafa’maolek is keeping things harmonious.  
• Inafa’maolek is being responsible for each other. 

 
These strains become the basis by which the teachers’ comments on the stories reflected 

their cultural understandings of Inafa’maolek.  

Inafa’maolek is working together or supporting each other 

 A great amount of the teachers’ talk focused on the characters’ ability to relate or 

help each other.  In the previous chapter, it was portrayed as individuals supporting 

family members.  There, the teachers pointed out that cooperative efforts and activities, 

such as “going to the ranch” (Roland, 5/19/2006) in Dolphin Day, the post-typhoon 

cleanup in Isa’s Avocado Tree, the fiesta in Endless Summer or the rosary in Lola’s 

Journey Home, were an expected part of life.  Through these examples, the teachers 

illustrated how family members assisted each other and that they were expected to take 

an active role in the everyday lives as well as the special events of their kinfolk.  These 

acts of assistance created the basis for the value inafa’maolek by emphasizing that no one 

is indispensable and everyone must help out.    

At times, they honed in on specific events in the stories.  For example, Dolores 

and Mary’s connections to the fiesta in Endless Summer demonstrate how preparing for 

the fiesta had to be a cooperative effort:  
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Figure H: Examples of Inafa'maolek 

Examples:  
• Frankie & Georgie (Dolphin Day) 
• Little Girl (Dolphin Day) 
• Older person is responsible for younger 

• Nana (Duendes Hunter)/ Grandma (Grandma’s 
Love 

• Isabel (Keeper of the Night) 
• Stronger is responsible for weaker 

• Father teaches sons to care for runt (Endless 
Summer) 

• Isabel/Father (Keeper of the Night) 
 

 
• Grandma Deding (Lola’s Journey Home) 
• Uncles/Isa’s family (Isa’s Avocado Tree) 
• Preparing meals together (Grandma’s Love) 
• Rosary (Lola’s Journey Home) 
• Isa’s Brother (Isa’s Avocado Tree) 

 

 
• Georgie v. Frankie (Dolphin 

Day) 
• Little girl is voice of reason 

(Dolphin Day) 
• Merienda after rosary (Lola’s 

Journey Home) 
• Acts of respect (Grandma’s 

Love, Lola’s Journey Home) 
• Respecting nature (Grandma’s 

Love, Duendes Hunter, Dolphin 
Day) 

 

Responsible: 
Protect, 

defend, and 
care for 

 

Inafa’maolek 

Harmonious: 
Keeping the 

peace, 
knowing one’s 

place,  
 

Support: 
Working 

together or 
supporting each 
other’s efforts 
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some details of how the fiestas are prepared…  included realistic things or details: 
how everyone gets together …like Uncle Ben had to provide the pig… how they 
butchered the pig… it makes you think that [the author] really asked people about 
what she wrote (Dolores, 8/11/2005). 
 
[The fiesta scene] was pretty good… how the family comes together and kills the 
pig and everyone just came in and for two days they’re just cooking and preparing 
and everybody pitches in…. I can remember my grandmother telling me how the 
week before or two days before the fiesta everyone would come down [South] 
and stay at the house and prepare for the fiesta.  Everyone is sleeping wherever 
there’s room (Mary, 12/15/2005) 

 
Mary’s description of holding the bowl for the pig’s blood (found in the previous 

chapter’s section “Survival of culture”) showed that kids as well as adults would take part 

in the preparations based on their age (or, in some cases, how close in proximity they 

were to the adults who were working).   

Other scenes illustrated how support is not always about physical labor but also 

about being there for a person in need.  For example, with Lola’s Journey Home, the 

teachers pointed out the lisayu [rosary] and the merienda afterwards became an important 

time to pray and share food, gossip, and stories as a way to provide emotional support to 

the grieving family.  With Keeper of the Night, the teachers concentrated their attention 

on the style of support the aunties gave in tending to Isabel and her siblings.  The 

juxtaposition of Roland and Krystal’s depictions of Aunt Bernadette and Aunt Minerva 

illustrate the subtle nature of inafa’maolek  

[Aunt Bernadette] picked them up every fricken day from Tamuning.  That’s 
unreal but you know very possible in Chamorro society.  Very motherly and 
that’s what she wanted to do and she did it (Roland, 11/3/2005). 
 
The kids seem more like a burden to her. …[Aunt Minerva] takes the kids on 
because she’s obligated, not because she has compassion for them.  It’s just 
obligation (Krystal, 8/1/2006). 
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Even though it could be argued that these two characters did contribute and support the 

family in their own way, the teachers were adamant that only Aunt Bernadette was 

helping out in the spirit of inafa’maolek because she was doing her work willingly and 

out of familial love.  The teachers appeared to rebuke Minerva because her attitude and 

actions would cause tension even though she was physically helping Isabel’s family.  

Thus, inafa’maolek can only be carried out when the person’s actions and attitude help 

the person and the situation.    

 With other books, the teachers looked at how inafa’maolek was woven into the 

story’s plot.  For example, they explained that the crux of Isa’s Avocado Tree was the 

tradition of caring and helping each other.  Dolores’ comment about the way Isa’s 

brother’s treated her loss illustrates how inafa’maolek is carried out by children.  “It’s the 

brother’s reaction to the sister after the typhoon that she discovered she lost her plant.  

The aguacat (avocado) disappeared and so he went and got another seed for her.  I 

thought that was very caring for the sister” (Dolores, 8/11/2005).  The teachers talked 

about the cousins’ attitude towards each other and how they learned to work together in 

order to survive at sea.  

They were stuck out there for a while.  There’s very little food, so they had to 
ration it out.  I guess how they [started] inafa’maolek with each other [was] 
because they thought about each other and how many days they were out there so 
they rationed out the food for each other (Ted, 8/3/2005) 
 
It was more of a learned [experience]... you watched as they learned it through out 
the book.  Initially, in that book, that feeling of being responsible for each other 
and taking care of each other wasn’t there at all.  (Krystal, 12/28/2007). 

 
Getting stranded was what brought them closer together because they had to work 
together to survive (Roland, 5/19/2006) 
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Basically, some viewed Dolphin Day and Isa’s Avocado Tree as allegories of 

inafa’maolek.   

Inafa’maolek is Keeping Things Harmonious 

Another important element within inafa’maolek is maintaining a peaceful 

atmosphere, which the teachers explained as keeping a sense of harmony.  Their 

responses showed how harmony was an important element in the stories.  Roland 

explained that, looking at it through the perspective of inafa’maolek, Keeper of the Night 

was all about maintaining balance.   

The family’s harmony was completely disrupted by the suicide of the mother.  
Everyone went crazy.  The father didn’t talk to the kids, the son wanted to kill 
himself, and [Isabel] had to pick up everything.  And their coming back to 
harmony required the father to be more accepting and to see that by him not being 
there that the kids were getting worse.  [The story] was more about getting on 
with their lives and [figuring out what’s next] (6/15/2006). 
 

Roland pointed out that the book begins with disaccord and Isabel’s whole journey is 

trying to find a way back into being in harmony with herself, her family, her life and the 

book ends with them starting to achieve that sense of balance.  In this example, he 

emphasizes how one person can upset the balance of harmony for an entire group and so 

everyone works to maintain harmony.  

One way that a peaceful or harmonious atmosphere is achieved is through 

ensuring there is a sense of agreement or accord among a group.  Eric mentioned that his 

family had a saying “Po’lu ha’ [which translates into] leave it alone” (6/22/2006).  

Whenever that phrase was stated, it was understood that they should not correct someone 

or make a point because doing so will either increase tension or create a conflict.  The 
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teachers saw the family’s reaction to Frankie and Georgie’s conflict as an effort to 

maintain peace.   

When [the family] stopped the fight [between Frankie and Georgie] and they 
told them to get along.  That’s somewhat afa’maolek.  That’s the beginning of 
afa’maolek (Eric, 6/22/2006) 
 
When the boys fought, the parents’ correction showed the idea that “you are 
blood, you can’t behave like this because you’re family” (Krystal, 5/31/2006) 

 
Similarly, the teachers’ responses to Aunt Minerva illustrated that, at times, they would 

have to do something, an obligation, in order to maintain a sense of peace in the family.   

Minerva was this aunt you showed respect to because you were forced to but 
if you didn’t have to, you wouldn’t want to talk to her or visit her (Krystal, 
12/28/2007) 

   
The discussion of Minerva shows that there are structures in place that recognize that all 

members of a family may not get along but that a sense of civility and respect for elders 

is still expected in order for family unity to be maintained.  In other words, through their 

different responses, the teachers demonstrated that the sense of community must override 

individual interests or preferences.  

While the teachers’ discussions on rituals related to death easily reflects how the 

characters were supporting and caring about each other, it is important to mention their 

connections to harmony.   Both Eric (5/30/2006) and Ted (12/28/2007) pointed to the 

lisayu [rosary] and merienda in Lola’s Journey Home as a place where stories of the past 

and food are shared.  On the surface, these stories are a way for people to get 

reacquainted with their extended families and the serving of food gives people the 

incentive to stay and visit.  On another level, rosaries and fiestas have become 

accountability structures for the social network (L. Guerrero-Meno, personal 
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communication, May 2, 2008).  During these events, the family takes note of who was 

present and who did not participate.  While they appreciate the presence of the family 

members, it is often the absences that make a stronger impression on the family because 

these absences can indicate possible problems in that part of the relationship.  The family 

uses this information to find out if there are problems that need to be fixed in order to 

maintain harmony or if one group within the extended family is released from their 

responsibility to another.  

Inafa’maolek is being responsible for each other 

 Another aspect to inafa’maolek is the idea that each person has a duty to protect, 

defend or care for the others.   The teachers’ talk was filled with examples of how 

individual characters interacted with their family members.  At the heart of these 

comments was the idea that the characters acted in ways that protected their family 

members or showed they cared.   

For the teachers, this aspect was most prevalent in the relationships between the 

cousins in Dolphin Day and among members of Isabel’s family in Keeper of the Night.  

In Dolphin Day, they spoke about Little Girl’s personality being the voice of reason 

(Mary, 12/15/2005) or mediator (Roland, 5/19/2006).  Dolores pointed out that Little Girl 

was able to see the goodness in Georgie that Frankie didn’t (8/11/2005) and Krystal 

mentioned that Little Girl was the one who defended Georgie when Frankie was picking 

on him (5/31/2006).  In these instances, the teachers were illustrating how Little Girl’s 

character was taking responsibility for Georgie and protecting him from Frankie while 
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Georgie was still trying to figure out his place (Kiko, 8/10/2006).  Similarly, when Ted 

and Krystal talked about Georgie and Frankie’s experience on the boat  

Krystal:  it’s kind of like they’re forced to be nice to each other because they had  
to be, and then you watch a relationship develop and they help each 
other with the boat.   

Ted:    They’re stuck out there for a while. 
Krystal:  So they take care of each other.  And one of them actually fell overboard 

and so the other goes to help him and pull him in from the water. So you 
watch that feeling of responsibility and taking care of each other develop 
among the two (12/28/2007). 

 
In their conversation, they emphasized how it took being stranded on the boat for the two 

cousins to realize the responsibility they have to each other.  

 With Keeper of the Night, the teachers talked about the idea of responsibility by 

using different character relationships.  For example, the teachers talked about Aunt 

Bernadette assuming responsibility for the children:   

Bernadette was the aunt who drove them around.  Her sister wasn’t there any 
more so she just kind of assumed responsibility for her sister’s children, which 
is not uncommon.  If my sister’s is not physically in the room, I just know 
from a glance from her “hey watch my kids while I’m gone”.  Bernadette 
practiced that family ties kind of connection.  Minerva was kind of the aunt 
that it was an obligation (Krystal, 12/28/2007). 
 

Similarly, the teachers looked at Isabel as an example of the responsibility to siblings. 

Faye and Dolores each believed that the oldest child usually has a quasi-parental 

relationship with younger siblings and so agreed that Isabel was expected to look out for 

her brother and sister.  Dolores and Mary also pointed out how Isabel felt she needed to 

carry her father’s responsibilities: 

When there is something tragic, there’s always that struggle to make it 
through.  She and her father came to an understanding, it wasn’t a big 
revelation.  But as I read it, I could almost see her, like there was this huge 
rock lifted of her shoulders. She made it past all the tension in the house and 
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all the frustration with her brother, even when it wasn’t her place to deal with 
it (Mary, 1/20/2006). 

 
It’s about springing back to a normal life after their mom’s death … and how 
this girl really had to pull everyone together to get back into their normal 
lifestyles (Dolores, 8/11/2005). 
 

In contrast, the teachers’ responses to the father started with Faye understanding that his 

absence was controlled by grief but Dolores pulled no punches in her comment on the 

father shirking his duties.  “[The father] irritated me because it was his responsibility to 

[help the family through its grief] not the poor girl” (Dolores, 8/11/2005).  When Ted 

mentioned how he could not understand how Tata “could just give them to Aunt 

[Minerva]” (12/28/2007), Mary and Krystal agreed, explaining that “it’s just not a normal 

reaction for a man” (Mary, 12/28/2007) because the Chamorro male holds a certain 

attitude that “I’m head of the household and if I lose my bearings, my whole family is 

lost” (Krystal, 12/28/2007).  So for the father to be so consumed by his grief went against 

the teachers’ understandings of responsibility and being able to move on.   

For these teachers, the concept of inafa’maolek is concerned with the way people 

interact with each other.  In connecting with the books, the teachers thought about the 

characters’ ability to show concern or affection using traditional methods of reciprocity 

and by being actively involved in each others’ lives.  They also looked at how the 

characters’ actions conveyed their sense of responsibility to the others and how their 

actions affected their social and natural environments. In other words, the teachers looked 

at how the situations in the stories captured the expectation that an individual has the 

responsibility to help another achieve a goal or fulfillment and if the characters reacted to 

the situation appropriately.  
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Family: Where It All Begins 

Since the beginning of the twentieth century, scholars (e.g. Thompson, 1947; 

Iyechad, 2001; Natividad, 1996) have demonstrated that “family was the most important 

socializing and nurturing force in the Chamorro’s life” (Cunningham, 1992, p. 93).  In a 

similar manner, many teachers in this study saw family as “the central part of the 

Chamorro culture.  [It is made up of] kinship relations, not just the immediate, but the 

uncles, aunties, nieces and nephews.  [It is maintained through acts of] reciprocity, [or] 

the sharing of families (Dolores, 8/11/2005).  When asked who comprised their families, 

the teachers talked about their children, their parents, brothers and sisters, grandparents 

and cousins.  At times, they included favorite uncles or people that were adopted into the 

family.  Thus, family is comprised of “those you are blood related to and also those you 

have accepted into your family that are not blood” (Ted, 8/9/2005).   

Family is so important that Chamorros set time aside each week for family 

matters, such as working at the ranch (Ted, 8/9/2005), telling stories at the ranch (Eric, 

5/30/2006), going to the beach or having a barbeque (Krystal, 5/31/2006).  For these 

teachers, family is comprised of the people with whom they interact on a regular basis 

and upon whom they can count for support or assistance.   

Within this study, the values of family and inafa’maolek were closely intertwined.  

Trying to distinguish the two became difficult because it seemed that many of the 

expectations and actions that were used to describe one also applied to the other.  The 

initial connections or comments the teachers had about the various books were usually 

connected to the sense of family.  In addition, when they were asked to define the cultural 
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value of inafa’maolek, they used their family as a point of reference first.  However, 

when asked about family two ideas emerged that explained that inafa’maolek is 

concerned with how person behaves and family focuses on who a person is.  First, a 

Chamorro is initially and ultimately defined by his or her family.  Because the family is a 

constant force in their lives, a Chamorro’s individual identity is wrapped up in his or her 

family’s identity. Second, family is constant; they are always around in any situation.  

Thus, family is the most important socializing force (Cunningham, 1992) because it 

explains who you are within the complex Chamorro social network. 

“My identity is my family” (Mary) 

For most Chamorros, family is more than just the people you associate with, care 

about or claim as relatives.  Family is a major part of your identity:  

Krystal: You really have to know.  I remember when I was younger my 
grandmother and her sister would come to MARC and look through all 
those books just to get a tracing of their family tree path ….  I used to 
remember thinking “What in the world are you looking up in all these 
old books and why is it so stinkin’ important?!”  And they’d come out so 
proud of themselves that “Now I know that my great-grandmother’s 
name is this” and I’m like “what’s the big deal?!”  

 ….. 
Mary:  [Family] is always how I’ve identified myself.  I’m Mary but it’s more 

than just that.  When you talk about your ethnicity, are you Chamorro?, 
are you Japanese?, [For me,] that’s my identity! My identity is my 
family.  I don’t introduce myself as Mary. I’m Mary and my mom is this 
and my dad is this.  It’s weird when you go to the states and you do that, 
they just look at you weird, like “why [would you tell me that], what 
does that mean?” but here it’s an automatic thing when you meet 
someone new.  Your family is who you identify yourself as, not just that 
individual.  If you don’t know who you are related to, then it’s like 
“that’s it… you need to know how you’re related.” Even if it’s [knowing 
that that person is] just your auntie’s sister’s brother’s cousin friend.   

Krystal:  And that’s how people define who you are, especially older folks.  My 
name is Krystal but my dad is American so I had a haole name growing 
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up so they’re kind of looking at me, but my mom is Camacho.  So 
they’re like “oh, so who’s your mom?” 

    JP:   [and] who are your grandparents?  
 Ted:    Always the grandparents (12/28/2008) 

 
In this exchange, the teachers illustrated how even though they have their own 

personalities and their own personal identities, in Guam they possess a second identity, a 

public identity, which is tied in with their ancestry (their parents, grandparents and other 

relatives).   Thus, for the Chamorro, a person would be known within the context of the 

family to which they belong.     
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Figure I : Examples of the Cultural Value of Family

 
• Relatives telling Lola how they are related 

(Lola’s Journey Home) 
• “I am Chamorro …. You are Chamorro” & 

“You are a part of me” (Lola’s Journey 
Home) 

• Use of nicknames (Keeper of the Night) 
• Skin color (Duendes Hunter) 
• “Did Frankie have siblings? What about 

Georgie?” (Dolphin Day) 
• “You are family” (Dolphin Day) 
• Nana/Grandma (Grandma’s Love) 
• “Does it depict the native people?” 

(Duendes Hunter) 

 

Family 

 
• “Fifty ka-thousand cousins” (Dolphin 

Day) 
• “I don’t remember anybody else even 

being mentioned like family” (Songs of 
Papa’s Island) 

• “The family did everything together” 
(Dolphin Day) 

• Grandmas (Lola’s Journey Home, 
Duendes Hunter) 

• Scenes at ranch, beach, etc with cousins 
(Isa’s Avocado Tree, Dolphin Day) 

• Little Girl (Dolphin Day) 
• Post typhoon cleanup (Isa’s Avocado 

Tree) 

• “It’s [difficult] but they don’t abandon their family member” 
(Keeper of the Night) 

• The women providing Lola with emotional support while she 
tries to find her place within the family after discovering she’s 
adopted (Lola’s Journey Home) 

• Bernadette driving the kids to school everyday (Keeper of the 
Night) 

• Bernadette and Isabel washing Olivia’s bed sheets (Keeper of 
the Night) 

• Preparing for the storm (Isa’s Avocado Tree) 
• Isabel’s relationship with siblings, father (Keeper of the Night) 
• Nana (Duendes Hunter) 
• Little Girl (Dolphin Day) 
• Frankie & Georgie (Dolphin Day) 

  

 
Constant 
Support 

 
 

Source of 
Identity 

 
 

Always Around 
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The teachers admitted that they could not recall any examples of these types of 

interactions in the stories.  However, in looking through their comments, I did discover 

that Mary made a personal connection that hinted at this interaction.  In Lola’s Journey 

Home, Mary appreciated the scene at the rosary where people are telling Lola what their 

connections are to each other.   

Little traditions like [the kids passing out the food] and the pugua going around.  I 
liked this part at the end.  She’s going around and people are introducing 
themselves to her and explaining how they are related.  And she goes back and 
writes this stuff down.  I was going “I do that!” (12/29/2005). 
   

When asked if the absence of these patterns of etiquette affected their involvement in the 

story, the teachers explained that even though they may have been looking for the 

interactions themselves in order to understand the connections between the characters 

(Mary, 12/28/2007), the characters did not need them because: 

These books we read focused on individual families as opposed to your whole 
clan.  There are certain values that you practice within your immediate family and 
those that you practice with everybody in your [extended] family, all three 
thousand of them.  The books that we read were more focused on your immediate 
family.  Your grandparents are very much considered a part of your immediate 
family [because] …they are often times living in your house; if not, very close to 
you.  So [these books] focused on the immediate family and not so much the big 
family … Now if they had included a broader sense of family, then they would 
have had gone on to [explain the family connections].  In my mom’s family, I 
don’t know all my mom’s first cousins [or] their kids so we have to go through 
the process of explaining, “My grandpa and your grandpa were brothers from this 
person” and fit it all together but in an immediate family setting you don’t need 
that.  The Evelyn Flores books are on the immediate family and Keeper of the 
Night focused on Isabel’s family and a few people from the village and not so 
much the whole [Moreno] clan (Krystal, 12/28/2007). 

 
In other words, the modern Chamorro family concerns itself with spending time with 

immediate family members (the people you are close with and regularly spend time with) 
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and reminding itself of how it is connected to extended family members.  These actions 

help the individual to understand where he or she fits within the family collective.  

Because their public identity is tied in with their family, the teachers explained 

that often times family needs to be considered before making personal decisions because 

it can affect the entire family’s dynamics.  Mary admitted that even when she makes a 

decision for herself, she asks herself what effect it would have on her family (1/20/2006).  

Similarly, Krystal explained that decision-making tends to be a group event during which 

time they consider “’what would Nana have done in this situation?’ or come together as a 

family … and make a decision based on the values we received from our elders” 

(12/28/2007).   One example that could be found within their responses was about the 

meaning behind Grandma’s Love.  Kiko talked about how grandma was the person who 

introduced cultural concepts to the grandchildren (5/12/2006) and Roland explained how 

elders were the source of information (4/28/2006).  Similarly, Faye explained that the 

story was about “teaching them about things they needed to remember when she was 

gone” (7/5/2006).  Put together, these responses illustrate how the teachers were 

suggesting that this story contained those ideas, concepts and values that the younger 

generation needed for decision making. 

As mentioned earlier, the teachers asserted that they did have their own 

personalities and personal identities.  One indicator of a personal identity within the 

family is the prevalence of nicknames.  In their connections to Keeper of the Night, Faye 

and Krystal felt at odds with the names in the book, pointing out that within families, 

“they don’t ever call their relatives by their given names… it took me forever to know 
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what my aunts’ real names were” (10/5/2005).   For example, Krystal pointed out that 

Isabel would probably have been called by Beck by her family and Teresita would have 

probably been Teri” (6/14/2006) and Faye explained that “[Isabel] would have call[ed] 

Auntie Bernadette… Auntie Monette or Auntie Nette” (10/5/2005).  In the same way, 

these two appreciated Grandma Deding (Lola’s Journey Home) “because that’s the way 

we address our relatives, we call them by their nicknames or shortened versions of their 

names” (Faye, 7/5/2006).   

A quick glance through Chamorro family histories and printed genealogies 

provides a practical reason for nicknames within the family. Up until World War II, it 

was common practice for children to be named after relatives and nicknames helped to 

distinguish between members with the same name.  However, nicknames were not 

entirely used to differentiate between people with the same name.  At times, they seem to 

be used as terms of endearment.   For example, Mary thought the use of Little Girl 

(Duendes Hunter) was appropriate because every family has at least one family member 

whose nickname is unique, “in my family, [I have a cousin named] Pumpkin” 

(12/5/2005).   In essence, nicknames were used for practical reasons to differentiate 

between individuals and also to show the close relationship that is held between family 

members.   

“These are the people you grew up with … the only ones who know all the things you 
know” (Krystal) 

 
 When discussing the idea of inafa’maolek, Faye and Krystal each pointed out that 

“nothing was more important than family” (Faye, 12/20/2007) because “[family will] be 
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there for you no matter what” (Krystal, 12/20/2007).  Similarly, Ted, JP and Mary each 

looked at how the number of people influenced their understanding of the books. These 

two examples highlight the fact that family is constantly present in their lives.   

In their comments, the teachers hinted at or spoke directly about the extended 

family network in Guam.  For example, Krystal pointed out that the outdoor activities 

presented in Dolphin Day are usually family group activities (5/31/2006).  Some teachers 

also appreciated Dolphin Day’s storyline because it depicted the different personalities in 

a family and how they are still expected to get along and interact with each other. Mary 

took issue with the familial connections in Dolphin Day when she pointed out that “the 

only link here is between the cousins.  Yes it mentions their parents but sometimes when 

you read it you get confused like ‘Whose parent is that?’” (1/20/2006).  In contrast, Ted 

felt the absence of cousins in Songs of Papa’s Island created a generic island that was 

unrecognizable as being Guam (8/8/2005).  Basically, if there were too few characters or 

if the relationships between the characters were not well defined, they felt confused and 

tried to figure out what was missing.   

“Family should always be there for you no matter what.  [Even] if you’re the 

baddest person, the love should always be there for you” (JP, 12/28/2007).   The teachers 

connected this type of relationship with various characters in the book.  For example, 

Dolores pointed out “the pregnant teen in Keeper of the Night” and her unborn baby were 

not abandoned by her family: “What I’m getting at is the support that’s given to a family 

member with any kind of problem.  Sometimes it’s the most difficult thing to put up with 

but they didn’t give them up” (8/11/2005). Similarly, she pointed out how Isabel silently 
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watched her brother as he scratched the walls at night (Dolores, 8/11/2005).  With 

Duendes Hunter, Krystal appreciated that the relationship between the grandmother and 

the curious granddaughter:  

[While] baking the cookies, Nana [is] telling the story and the little girl pester[s] 
her nana with more questions and her nana continu[es] to give her the 
information.… And, no matter what happened during the day – even after [the 
little girl] scared her grandmother into thinking there was a rat in the house or any 
of that, that at the end of the day she can just crawl up into nana’s lap and get 
nurtured” (4/19/2006).   

 
The family is a source of love, support, and reassurance regardless of what circumstances 

the individual may be going through. 

Many teachers pointed out the presence of grandmothers baking or various 

characters preparing food but Dolores placed it into perspective with her explanation of 

Isabel learning how to create her mom’s golai hagon suni, a dish made with taro tips or 

spinach leaves, coconut milk, onions and hot peppers.   

Isabel rejected [the idea of making golai hagon suni] and then she accepted that 
fact that she had to make golai hagon suni because it was her mother’s way of 
showing her love to the family (8/11/2005). 

 
When you take the above comment and combine it with the character Isabel’s comment 

in the book that golai hagon suni is a laborious process, it illustrates how food becomes a 

symbol for love within the family because it provides physical sustenance as well as 

because it shows that the maker cares enough about the person to take the time to prepare 

it.  This connection introduces the idea that family love is about supporting each other.   

The level of participation that the characters had in their family’s lives constituted 

another way of demonstrating that the family is always present.  The teachers praised the 

depictions of grandmothers as caretakers, nurturers, and teacher because they helped to 
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reveal the active role grandparents have had in their grandchildren’s lives.  Along this 

same line, the teachers had strong comments about the level of involvement and the 

attitudes that the aunties had in Keeper of the Night.  They acknowledged the aunties’ 

efforts to help Isabel’s family.  For example, Roland’s commented that “[Aunt 

Bernadette] picked them up every frickin’ day from Tamuning.  That’s unreal but you 

know very possible in Chamorro society” (11/3/2005).  Krystal saw Minerva as “an old 

maid who was fulfilling an obligation” (4/19/2006) but did not really care about the 

family.  Here, the teachers expressed that active and willing participation was important 

to maintaining the family unity and expressing a commitment to each other.    

While JP had explained that a large family made life “interesting, not so boring”, 

Krystal explained “these are the people you grew up with, … the only ones who know all 

the things you know” and that these shared experiences can give you another person to 

lean upon who understands what you are going through (12/20/2007; 12/28/2007).  What 

Krystal was referring to was the idea that because these people had shared the same 

experiences and learned about the world in the same way, they stood ready to remind 

each other of what values are important and what advice their elders might have given 

them.  Thus, the family network is strengthened when its members remain close by 

because they then have shared experiences that they can draw upon when making 

difficult life decisions.   

Family supports you 

 “Members of the familia have obligations and responsibilities to one another.   

Obligations and responsibilities help things run smoothly and help the families remain 
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strong” (PSECC, 1992, p. 27).  The teachers’ responses were replete with examples of 

how family supported each other and what roles and responsibilities the different 

characters were expected to fulfill within their family contexts.  With Keeper of the Night 

and Lola’s Journey Home, the teachers looked at the emotional support that the family 

provided to the characters as they went through a personal tragedy.  As discussed in the 

previous chapter, the teachers were concerned with Aunt Minerva’s attitude toward the 

children and Tata’s inability to take care of the children and support them in their grief in 

Keeper of the Night.  With Lola’s Journey Home, Roland pointed out that Lola’s mother 

and grandmother were there when Lola realized she was adopted to remind her that she 

belongs to them.  He then sums this idea up with his connection to the final illustration in 

the book: 

When [Lola] sees her grandmother in the mirror and the grandmother was painted 
with all the things she loved like the chickens and the fish, and even Lola herself 
was a part of the grandmother… they were kind of blended together so it’s like 
Lola was one of her favorite things (Roland, 6/14/2006) 

 
In other words, Lola’s support came from her family reminding her that she belonged to 

them and that they saw her as an important member of the family.  The teachers praised 

the Evelyn Flores’ books for their attention to the family working together.  In Duendes 

Hunter, they looked at the depictions of the family’s closeness, the grandmother caring 

for the granddaughter, as examples of everyday support.  In Isa’s Avocado Tree, they saw 

the brother’s caring for the sister (Dolores, 8/11/2005) and the family working together 

(Krystal, 5/31/2006) as support structures during times of need.  In Dolphin Day, they 

talked about the cousins listening to each other (Eric, 5/15/2006) and taking care of each 
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other by sharing the work (Roland, 5/19/2006) as the important lessons in the story.  

Faye’s comment puts all of these examples into perspective when she states:  

In the end, you have only each other. … So you may as well learn to take care of 
each other, respect each other, and understand that there may be differences and 
you have to look past those differences.   It’s the family unity that needs to be 
protected and guarded (12/20/2007) 

 
Basically, the family works to ensure that each member is taken care of and the 

relationships between its members and extended relations are healthy and well 

established. Simply put, because it is a foundation for a Chamorro individual’s identity 

and its main priority is to ensure that individual needs are met and contentment is 

achieved, “family is how Chamorro people conduct their lives” (Roland, 6/15/2006).   

 

Respetu yan Mamahlao 

 The ideas of respetu (respect) and mamahlao (shame) are treated together because 

a fine line exists between them in terms of their intent and the resulting actions of people.  

Respect can be referred to as the acknowledgement and honoring of difference with 

respect to authority or rank (R. Stephenson, personal communication, 1/26/2008) and 

acting in accordance with that difference.  Mamahlao has two working definitions.  The 

first is defined as “being embarrassed” and the second focuses on “not doing or saying 

something that brings shame to somebody else” (PSECC, 1996, p. 25).   The concepts of 

respetu and mamahlao work together to make sure that Chamorros act appropriately so as 

to bring honor rather than bring shame upon themselves and their families.   
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Respetu as an essential value 

Aside from the idea of inafa’maolek, respect was the value that the teachers 

emphasized the most as being essential to the Chamorro cultural structure.  Kiko 

explained “Chamorros always have respect” (5/12/2006).  His comment illustrated the 

strength of this value: that the idea of respect underlies a Chamorro person’s every action.  

Also embedded within Kiko’s statement is the assumption that differences amongst 

individuals do exist and that certain differences (such as authority figures or older people 

who have gained wisdom from life experiences (PSECC, 1996, p. 26)) are worthy of 

notice or formal acknowledgement. 

The etiquette of respect. The Chamorro value of respect falls under the category 

of honorifics because the actions that show respect is more than an acknowledgement of a 

superior’s presence but the use of specific gestures and words bestow honor upon an 

individual.  As with other honorific acts, Chamorro shows of respect follows certain 

codes of etiquette.  JP explained that today respect is shown by either the traditional 

manginge’ or the kissing of an elder’s cheek (commonly referred to as “go kiss” because 

a child is told to “go kiss” an aunt or uncle) 

Here on Guam, I don't know how that kissing started on the cheek.  But when I 
went to Saipan the proper way is you always have to hold the hand and you åmen.   
When I came back here, everybody's kissing everybody.  When you "go kiss" you 
are like [turns head from side to side and kisses the air].  Where [when] you 
åmen, you hold it [holding out her right hand as if she’s holding an invisible 
hand], and then you show it respect [moves her head down to where the "invisible 
hand" is being held by her right hand so that her nose and mouth are close to the 
"invisible hand"] (5/3/2005). 

 
Kiko countered that acts of respect are more than just the manginge’ and can be as simple 

as a child bringing a beverage to a visitor or leaving the room when company comes 
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(5/12/2006).  Eric explained that respect also means paying attention to another’s needs: 

“[It was expected] for me to always be on alert when she’s around so that when [my 

grandmother] needs something, we’re rushing to get it” (4/11/2006).  In their comments, 

the teachers demonstrated that there are multiple ways of showing respect and that the 

way these gestures are used convey something about their worldview. 

When looking at the books, the teachers found appreciation in the small acts of 

respect among family members.  Roland pointed out that Lola was very respectful 

because “she does whatever [her parents] say.  And then for her to sit down, to first 

fanginge’ her grandmother and then just sit down, it shows that she wanted to build a 

bond with her grandmother” (6/14/2006).  The act of  “passing out of the afok, the 

betelnut” (Eric, 5/30/2006) after the rosary in Lola’s Journey Home is usually a sign of 

hospitality and welcome but in this case it was also perceived as a gesture of gratitude 

and respect to those who took the time to pray for the deceased.  In addition, Mary found 

a connection in Keeper of the Night: 

You even see the respect, the pride, and the humility in some points.  Like the 
relationship between Isabel and her dad.  She’s frustrated with him but at the 
same time, she doesn’t approach him because of that respect.  How she holds her 
tongue when that one auntie that irritates her is around (1/20/2006). 

 
In other words, respect is carried out by the little acts of consideration from one family 

member to another.   

Scenes that depicted the manginge’ were extremely important in highlighting the 

etiquette of respect.  Emphasizing the importance of this cultural practice in the stories, 

Kiko, Eric and Roland pointed out the proper technique for the manginge’.  Roland and 

Eric both mentioned that there was a problem with the illustration of Lola “amending” 
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her grandmother in Lola’s Journey Home, with Roland stating that the hand not being 

held right made it feel weird (6/14/2006).  In contrast, Eric suggested that it was done 

purposefully to show she was still learning (5/30/2006).  In his response, Kiko explained 

the proper technique:  

It should be directly in the front.  Right hand to right hand is correct. … Left and 
left is just as fitting but there are some manamko’s that won’t do it.  They won’t if 
you try to take their left hand, they’ll give you the other hand and they’ll [go] 
“Este I kanno” … [so] the angle of the hand is wrong, it’s right on right but even 
the way it shows fingers in between [the grandma’s] fingers… you don’t usually 
take the [fingers], it’s the hand (8/1/2006). 

 
The teachers responses suggested that the manginge’ was held in higher regard than the 

other acts of respect.  

Manginge’ is more than respect.  When the stories included a younger character 

engaging with an elder, the teachers thought about the implied value behind the 

manginge’.  At the beginning of this section on respect, JP talked about how she saw the 

change in emphasis from the manginge’ to the kissing of the cheek.  This comment ties in 

well with Ted and Eric’s comments regarding the fundamental differences between the 

manginge’ and shaking hands or the act of kissing an elder’s cheek.   

 “Respeta lao manginge’, the kissing of the hand” came out very strongly only 
because this evolution is changing this manginge’.  …Kids’ are shaking hands 
now….  It’s not being enforced as you would see [before].  Like any male, 
instead of doing the manginge’, the male would shake the hands.  Versus the 
manginge’, the actual bowing, you don’t have to sniff (Eric, 4/11/2006). 

 
Ted stated: “Now that we are more Americanized the kissing of the cheek goes more 

along with that and the changing of the times. … They’ve done it for over 300 years, it’s 

kind of leaving now in less than 61 years” (8//92005).  His comment illustrates the 
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concern that this change happened so quickly that the meaning imbedded in the 

traditional form may soon be lost.  

 One surprising discovery was that many of the teachers appeared to have elevated 

the manginge’ from a practice to a cultural value.  While it was initially explained that 

respect was a value and that the traditional manginge’ was a way that respect was carried 

out, some of the teachers emphasized that the manginge’ has more meaning to them:   

Mary:  Manginge’ is more than just showing respect.  With the manginge’, you 
are asking the elder to bless your life and it is the asking them for wisdom 
in your life, that they may share with you the wisdom they have gained.    

Ted:  It’s a humbling experience so they may be willing to share their 
knowledge and wisdom (12/28/2007).   

 
In other words, they felt that the manginge’ accomplishes two things.  First, it gives 

honor to someone who deserves acknowledgment.  Secondly, it ties into the idea of 

reciprocity because, in completing the act, the younger person is endearing themselves to 

the elder in the hopes that that elder would provide them with knowledge, skills, or 

advice in times of need. 

Respecting nature.  At various times, the different teachers talked about respect 

for nature and all that dwells within it.  Given that the initial definition of respect focuses 

on giving honor to someone with authority and the teachers pointed out in the previous 

chapter that animals and plants are considered hierarchically lower than humans in the 

Chamorro worldview; then, how does nature fit into this concept of respect?  Respect for 

nature can be explained from two different perspectives: one based on spirituality and the 

other on reciprocity but they both are rooted in the interdependence of the Chamorro 

people.   
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The first perspective is connected to a sense of spirituality.  “Respect should be 

shown to nature.  Nature is more important than people because that is where the aniti[, 

the spirits of the first people,] live” (PSECC, 1992, p. 28).   Ted explained that 

“everything in nature does have a spirit whether it be plants and animals” (8/8/2005).  

Mary expounded on this idea when she talked about being taught to ask permission 

before entering a secluded jungle or beach area:  

When people think of the jungle they think taotaomo’na. … It doesn’t mention 
anything like before you go in you have to ask permission to go in.  …I do the 
general asking permission for everyone who’s with me… always! I mean like the 
public beaches like Tumon, I never think about it [because] everything’s just so 
disturbed there already.  Me adding to it is not going to make a difference.  … 
[But] if it’s not a high traffic area, when I go to a place that has a lot of jungle, I 
[ask permission]. … I remember my mom with my brother, like little boys when 
they need the restroom, [they’re told] when they’re outside to go over there.  I 
remember my mom being so frustrated with my dad and brother telling him 
“You’d better ask for permission for him” (12/29/2005). 
 

Thus, nature is respected because (a) there is an assumption that all living things possess 

a spirit and (b) that nature is the home of spirits of the Chamorros’ ancestors. 

The second perspective is based on the idea of reciprocity.  Ted and Kiko 

explained that Chamorros respect nature because their physical survival depends upon the 

island’s bounty.   For example, Ted expounded on his assumption regarding spirituality 

with the comment “we need to respect them so that they will be able to give more to us 

when the time comes” (8/9/2005).  In this statement, he is explaining that the Chamorros 

show respect to these spirits as a way to appeal to them and establish a reciprocal 

arrangement.  Kiko explained that Chamorros must have learned to depend upon the 

aguon, the staple foods that grew below ground, after typhoons razed the island’s 

vegetation and that is why certain plants or natural elements have cultural value 
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(5/12/2006).  Either perspective comes back to the idea that Chamorros pay respect to 

nature because nature is essential to their survival.   

 The teachers described ways of paying respect to nature depicted in the books.  In 

Lola’s Journey Home, Mary pointed out that asking permission when entering the jungle 

should always be done because it is where the spirits have made their home (12/29/2005).  

Faye really liked the line “take time in your life to enjoy the beauty of God's creation” 

(Grandma’s Love) because it reminded her that slowing down to look at the island’s lush 

environment can be a form of respect.  “There's so much on Guam to enjoy and we just 

take them for granted because we see them everyday.  So we don't stop to take a look at 

the blue, blue sky and the blue, blue ocean” (7/5/2006).  Roland saw Grandma’s Love as 

being about “respecting nature” which caused him to think about a  

commercial where the taotaomo’na is walking on the beach and that girl picks up 
the trash and they meet.  That tries to remind people that this is our only island 
and if we trash it, no one else is going to clean it and so we must make it our own 
responsibility to maintain it” (4/28/2006).    
 

Thus, respecting nature demonstrates an understanding that the land and its bounty 

connect today’s Chamorros to their ancestors.  This connection serves as a reminder that 

the ties of family reach beyond death.  It also reminds the modern Chamorro that he or 

she has a responsibility to protect and preserve nature.   

Mamahlao: Two definitions but one meaning 

Mamahlao is described as the code of conduct that ensures harmony within the 

family, clan or community (PSECC, 1992).  As explained earlier, mamahlao is having a 

sense of shame or not drawing attention to oneself.  While theoretically these codes seem 

to have distinct definitions; in practice, these two definitions appear to be slight variations 
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of each other.  For example, “a child who draws away from accepting a piece of candy 

until his parent encourages him to take it is an example of having a sense of shame.  

[Likewise,] a worker who tries to move away from public praise [or] suggest another 

person be acknowledged are examples of not drawing attention” (Salas, M., personal 

communication, May, 2008).  In other words, mamahlao encourages an individual to 

withdraw from public attention so that the group is seen as a unit rather than have 

individuals stand out.   

 For the teachers, they explained how mamahlao is an underlying factor in their 

actions.  For example, Ted explains that “it is always watching what you're doing so you 

don't bring embarrassment not only you but also that which is attached to you, your 

family” (8/9/2005).  With JP, mamahlao is ”being ashamed, like someone walking up and 

asking [you something] bluntly [so that it embarrasses you]” (5/3/2005).  For Eric,  

 

Mamahlao is not necessarily being embarrassed but more [about] 
diverting the attention from you to others.  Mamahlao, to me, [does] not 
necessarily mean "embarrassing" but withdrawn for the purpose of showing 
others.  When they say tai mamahlao, they are shamed but they are not 
embarrassed.  It's “you do not have shame” but you're not embarrassed.  For me, 
mamahlao is trying to be humble in this western world (6/22/2006). 

 
Mary explained that observing mamahlao often creates an awareness of how actions of 

one individual can affect the family.   

For me, everything goes back to family.  Even if its’ a personal decision for ME, I 
still think about how this will affect my family.  Ultimately, it’s how will this 
affect me but I always have in the back of my mind, “How will my family be 
affected?” or “what will they think?” (1/20/2006) 
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Thus, the benefit of mamahlao is that it encouraged the person to not look at him or 

herself only as an individual but also as part of a collective, namely their family.  

 The teachers thought about the concept of mamahlao when they were connecting 

with the characters.  In Dolphin Day, the teachers could sympathize with Georgie but 

they also felt he was exhibiting signs of being taimamahlao (without shame), especially 

when he would amuse the adults by spelling.  As was explained earlier, Georgie’s actions 

appeared to violate the idea of mamahlao because he was drawing more attention to 

himself than to his peers, Frankie and Little Girl.   In contrast, Eric explained that the 

boys who taunted Lola in Lola’s Journey Home were disrespectful and naughty but not 

taimamahlao because  

They were being kids. … Kids can be mean.  So this would not be considered 
disrespectful… not to the point where a parent would say “that’s disrespectful… 
taimamahlao”.  They would say diastentu.  They would say you were bad but not 
disrespectful.  Respetu is for someone older.  For me, I would reserve it for 
someone older or in a public situation.  Disatentu means having bad behavior and 
tairespetu means you have no respect.   Tairespetu is more severe (6/22/2006). 

 
Basically, Georgie violated the code of mamahlao because his spelling performances 

made him look good and improved his image.  However, the kids in Lola’s Journey 

Home did not violate the code for two reasons.  First, even though they were mean-

hearted, the boys were not doing it to improve their own images.  Second, the boys were 

teasing someone in their peer group so they could be considered guilty of being 

mischievous or bad mannered but not of being taimamahlao.   

 Modest behaviors and simplicity were also ways in which mamahlao is carried 

out (Cunningham, 1992).   In the previous chapter, it was noted that the teachers often 

pointed out which characters were wearing slippers, zoris, or changletas.  Their 
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observation of slippers was an inferred connection to modest behaviors and simple tastes, 

both of which are observations of mamahlao.  For example, in Keeper of the Night, 

Krystal and Roland appreciated Teresita’s tomboyishness and how she returned back to 

her tomboyish ways once she won the pageant.  In this example, the teachers were 

intrigued by Teresita’s participation in the pageant because it was a necessary means to 

an end but they appreciated her character because she returned back to her simpler ways 

after the pageant ended.    

 In considering why respetu and mamahlao are highly regarded, I must refer back 

to the general concept of inafa’maolek. Together, these “codes of conduct, respect and 

mamahlao” create a balance between honoring individuals and retaining a sense of 

modesty or humility in such a way that it creates a sense of pride in the group but also 

discourages thoughts of self importance (Dept. of Chamorro Affairs, 2003, p. 25).  By 

maintaining this balance, the community is able to minimize conflicts that arise from the 

differences that threaten the cohesiveness and the ability to work together.  In essence, 

the values of respect and mamahlao are important structures that maintain a sense of 

civility and ensure that the value of inafa’maolek is carried out. 

Faith Helps Chamorros to Survive 

Prior to 1980, scholars named this value “Church” (Thompson, 1947; deValle, 

1979), referring to the Roman Catholic Church’s powerful influence on cultural practices.  

However, most of the teachers in this study called it faith, acknowledging the fact that 

Chamorros no longer belong to one specific religion but rather they profess many 

different beliefs.   At the core of their concept of faith is a spirituality that incorporates 
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Catholic Church’s teachings with “recent outside influences (translated to mean 

Protestant churches or other religious philosophies)” (Faye, 12/20/2007) and 

“superstitions” (Mary, 10/24/2005; Faye, 7/5/2006).  In other words, faith recognizes the 

presence of other religious traditions and philosophies of life as well as honors the 

Catholic traditions that have become an integral part of the island’s social life and 

customs.   

Religious rituals strengthen faith, strengthen family 

At the turn of the century, Thompson (1947) had described how the Catholic 

Church’s pageantry and religious rituals had become an integral part of Chamorro folk 

culture in Guam and how religious observances had fulfilled “important social, religious 

and economic functions” (p. 188).  Likewise, the teachers in this study commented on 

how religion was a family affair:  

[You] go to church as a family.  When I was growing up, you had to go to church.  
Back then, they don't explain to you about church, you just go.  It's important as a 
family to go to church and show the faith and being together as a family.  Maybe 
it doesn't matter what religion you’re in but you have that ritual thing. (JP, 
5/3/2005) 
 
I was brought up Catholic ….We decided as a family to join a different church 
(Krystal, 11/9/2005). 
 
Our religion, religion is one of those cultural values that I can remember growing 
up we didn’t question our parents when they said we’re going to church.  And we 
went to church five days a week.  We never questioned that, we just did what they 
told us to do (Faye, 12/20/2007). 

 
In looking at Grandma’s Love, Kiko and JP appreciated the scene of the family standing 

in the church, explaining that attending mass together was normal.  Mary shared that she 

and her brother accompanied her grandparents on their promesa, their weekly pilgrimage 
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Figure J: Examples of the Cultural Value: Faith 

 

• Taotaomona (Songs of Papa’s Island, Lola’s 
Journey Home) 

• Spirituality (Grandma’s Love) 
• Suruhanu (Grandma’s Love, Lola’s Journey 

Home) 

• Rosary & merienda (Lola’s Journey 
Home) 

• Family in church (Grandma’s Love) 
• Rosary (Keeper of the Night) 
• Fiesta scene (Endless Summer) 

 
More than 
religion 

 

•  The people talking and joking 
at merienda (Lola’s Journey 
Home) 

• “We go to church in our time of 
need” (Keeper of the Night) 

•  “It reveals the resilient 
behavior and hopeful actions of 
a people when faced with 
danger” (Isa’s Avocado Tree) 

Rituals 
strengthen 

faith, 
strengthen 

family 

 
Helps in 

Difficult Times 

 

Faith 
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from the home in the south to the Yigo church.  She also spoke about her grandmother’s 

happiness when she and her brother began attending church again after a long absence.   

Basically, faith includes active participation in religious events and a commitment to 

participate in these events as a family. 

The teachers also recognized that certain religious celebrations have helped to 

uphold the Chamorro social structure.  With Keeper of the Night, Krystal pointed out that 

fiestas are an observance of a religious feastday (6/14/2006).  In thinking how about the 

rosary scenes in Lola’s Journey Home and Keeper of the Night fit with Chamorro values, 

the teachers talked about how religion-based rituals helped to keep the family unity as 

well as encourage the survival of certain traditional customs: 

JP:   The rosary is a part of the value system. 
Mary:  Religiously, it’s a time to pray for the soul of the deceased.  Culturally, it’s 

a time to get together and, especially for the younger ones, to introduce 
them to the tradition that when a person passes away that the whole family 
comes together to pray.  That’s usually the time when you meet people 
you haven’t met before or you see people you haven’t seen in a long time.  
So that whole thing where Lola is passing out the refreshments and people 
are telling her who they are.  That happens to me, even when I’m not the 
one passing things out and I’m just sitting there.  It’s just a time to 
reintroduce themselves. 

JP:  Or they say “Eh I hagan Isabet-mu? I say yeah.  [Then] they’ll say “when 
you were small…” and they’d say these things, [tell you stories about you 
or the family].  It’s kind of important because you’d find out things you 
didn’t know.   

Mary:  A lot of interesting things come out at rosaries. 
Ted:  It also helps to keep the oral traditions.  Because everyone then talks and 

reminisces and brings things back up so you get stories from the old days 
(12/28/2007). 

 
The teachers pointed out that the rituals related to death (rosaries and funerals) are 

observed more than birthdays, baptisms or weddings because those rituals associated with 

death and loss serve a more complex purpose.  Rosaries are a time for Chamorros to 
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revere the dead, to celebrate life, and to reacquaint themselves with their extended family. 

Thus, religious rituals allow the Chamorros to simultaneously strengthen their faith and 

strengthen their family ties.  

Faith is more than religion 

Faith has often been equated with religion but it is more than organized religion. 

While the teachers have deep commitments to their church and its rituals, they also 

believe in another spirituality that is directly connected to nature, as Ted explains:    

Everything in nature does have a spirit whether it be plants and animals; we need 
to respect them so that they will be able to give more to us when the time comes, 
examples include sea and land, listening to God, weaving/crafts/carving so that 
whatever nature provides for us we go ahead and use it … and not be wasteful 
(8/9/2005).  

 
By mixing the idea of Christianity and God with comments about spirits within nature, 

the teachers suggested that their faith incorporates the belief in a Supreme Being as well 

as supernatural elements that exist within the island’s natural environment.    

The teachers’ comments on the supernatural revolved primarily around the 

duendes, taotaomo'nas, and the roles of suruhanu.  Kiko and Roland clarified the 

connection between the taotaomo’nas and suruhanus: 

I love … her excitement to play under [the tronkon nunu] because it is a very 
attractive tree and then her being warned of the spirits.  Her actually getting sick 
and then being treated by the suruhana (Kiko, 8/1/2006).  
 
That was interesting that she could hear the music or the singing in the air and her 
grandmother telling her that those were the spirits and she was favored because 
she could hear them. … Any disruption in that balance would cause hardship or 
sickness in a person. The suruhanus were the mediators to help bring one back to 
harmony.  (Roland, 6/15/2006).  
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In comparing Lola’s Journey Home to Duendes Hunter and Keeper of the Night, Mary 

appreciated the scene in Lola’s Journey Home where “her grandmother told her not to 

play there after six because she would bother the spirits” (12/29/2005) because it 

incorporated the significance of the tree as home to the taotaomo'na into the story.  

With Duendes Hunter, the teachers’ comments revealed that a small amount of 

skepticism exists regarding spirits, such as the duendes.   

I chuckled when I read about [the character Kiko].  At first, he was just “There’s 
no duendes”… very typical boy, A “whatever, you’re just a silly little girl” kind 
of attitude.  But when she told him “I did see the duendes… do you want to 
come?” [He said]”Oh yeah! I want to go” (Krystal, 4/19/2006). 
 
I like how they have the duendes hiding out.  They’re right there but she doesn’t 
see them (Mary, 12/5/2005).  
  
My initial reaction was to the grandmother’s reaction to the granddaughter, the 
way she treated the whole idea of the duendes made it seem like she was kind of 
laughing at the fact that the granddaughter might believe in something like that.  It 
seemed to me that she herself didn’t.  … But I know for sure that it wasn’t making 
fun at the duendes …To be honest with you, I looked at [duendes and 
taotaomo’nas as a way to get children to behave] when I was a little girl.  But I 
don’t know…. Now that I’m an adult, my child was faced with something like 
that. …I have second thoughts (Dolores, 8/11/2005). 

 
In a similar manner, JP shared a story where one of her relatives was “hidden” and shared 

that these inexplicable stories make it hard to not believe that spirits exist (4/12/2005) 

These examples illustrate how faith sits on the verge between believing and not believing 

because it is based on that which you cannot see.   
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Faith helps in difficult times 

 Given that the island is in an area nicknamed “Typhoon Alley”, faith is valued 

because it helps individuals to move on and gives them strength to overcome difficult 

situations.  Succinctly, Dolores’ comments  

We go to church in our time of need, even with the death of family (7/27/2005).   
 
Sometimes it’s the most difficult thing to put up with but [Chamorros] don’t 
abandon their family member.  They pray for them and show them that they care 
(8/11/2005). 

 
illustrated that Chamorros turn (or return) to their faith in times of need.   

The teachers’ comments in Isa’s Avocado Tree helped to explain this value’s 

importance for the Chamorro people.  Krystal felt that Isa’s learning to move on after 

losing her avocado tree was central to the story and Mary finding the idea of “rebirth” 

repeated in different ways (the new seed, the new baby, the puppies, and the new roof) 

was an important part of showing that there is something to look forward to.  Krystal 

further explained that it is tied into the idea of  

accept[ing] whatever God had happen to you.  … My mom’s whole thing was 
“those are just things and you’re still here.  The people, the things that aren’t 
replaceable didn’t get lost”….You can’t dwell too much [on what was lost.]  Life 
does not end you just have to keep going” (12/28/2007).    
 

Within this comment is the idea that faith provided them with the incentive to persevere. 

In their responses to Lola’s Journey Home, Mary and Kiko explained two 

superstitions related to death are relevant to the idea of helping in difficult situations:   

There’s that superstition about [the deceased] coming back and that the reason 
they are coming back is because there was something that they didn’t finish 
(Mary, 12/29/2005) 
 



 244

It’s a very big belief that anytime somebody passes on, somebody is either 
pregnant or going to get pregnant soon and that child is actually who takes over 
for that person that passed away (Kiko, 8/1/2006) 

  
Mary’s comment illustrates that the Chamorros believe that a person’s obligations to their 

family extend beyond life and that the spirit may come back to finish what was left 

undone or to help a family member in their time of need. The second superstition is 

rooted in the idea that the family has faith that God will provide them with someone who 

is able to fill the shoes of the deceased.  With these ideas, the family is a part of a larger 

cycle that extends beyond their life on earth.   In essence, faith makes like “more 

fulfilling” (Faye, 12/20/2007) because it gives creates connections between their lives, 

the past and the unknown. 

The Link Between the Teachers’ Cultural Connections and Cultural Values 

In this chapter, the teachers’ comments helped to define the core values and 

outline how these values were carried out.  In addition to providing their personal 

interpretations of the cultural values, the teachers also gave some suggestions of how 

these values were reflected in the stories they read.  Using their definitions and 

understandings of the core values as a base, I now turn to the question: In what ways did 

the teachers’ cultural connections discussed in the previous chapter reflect these values?   

Inafa’maolek 

 As explained earlier in this chapter, inafa’maolek can be broken down into three 

strains: working together, maintaining harmony, and being responsible for each other.  

The teachers’ cultural connections in the previous chapter indicated that establishing, 

fostering, and maintaining relationships through work and play were significant and 
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familiar events in the lives of the Chamorro people. They also pointed out how 

inafa’maolek is carried out through familial interactions. When talking about family, the 

teachers outlined the intricacies of belonging to the extended family and how reciprocity 

works within the extended family network.  Additionally, the teachers also connected 

with those characters in the books that demonstrated generosity, humility or modesty.  

They spoke about how helping practices— whether it be preparing for a fiesta, cleaning 

up after a storm, or helping someone who is in emotional pain—were designed to 

encourage working together and strengthen familial ties.  Finally, they spoke about how 

family members have a duty to protect, defend or nurture each other on a daily basis and 

that each person has the potential to upset the balance so their responsibility is to 

maintain it.  

 
Working Together Being Responsible for Each Other Maintaining Harmony 

Supporting Family 
Family size, family composition 
Grandmothers 
Sharing emphasizes community 
The simple life 
Food  
Family responsibilities 
Dealing with Challenges,  
   enduring hardships 

Supporting Family 
Storytelling 
Food  
Family responsibilities 
Dealing with Challenges,  
    enduring hardships 
Cousins are who you grew up    
    With 
 

Supporting Family 
Slippers as a symbol of simplicity 
We always have respect 
Respect is a philosophy of life 
Cousins are who you grew up 
   With 
Sharing emphasizes community 
The simple life 

Figure K: The value of Inafa'maolek as reflected in the teachers' cultural connections 

Family: the Most Basic Chamorro Resource 

While family comprised an entire theme in the previous chapter, it is important to 

discuss here how this value was illustrated through the teachers’ comments.  The teachers 

talked about family as a source of identity, which highlighted the fact that family is 

instrumental in shaping a person’s individual identity as well as their worldview.  They 

also pointed out that family members—whether related by blood or choice—serve as 
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companions in everyday adventures and as the people that can be relied upon in times of 

need.  Finally, because family members are often together, they have shared the same 

experiences (e.g. taught the same lessons and values).  This fact makes them an 

invaluable resource as they can provide advice or support each other in making difficult 

decisions. 

Constant Support Source of Identity Always Around 
Supporting family 
Family responsibilities 
(especially grandma, eldest child) 
Survival of culture (food) 
 

Family size, family composition 
Cousins are the people you grew 
up with 
Ethnic Chamorro 
Chamorro in Spirit 
Survival of culture (especially 
storytelling, language) 
 

Family size, family composition 
Cousins are the people you grew 
up with 
Dealing with challenges, 
enduring hardships 

Figure L: The value of family as reflected in the teachers' cultural connections 

Ensuring Cohesion with Respetu yan Mamahlao 

Together, respetu and mamahlao ensure that the family cohesiveness is 

maintained in order to carry out those acts that are necessary for inafa’maolek.  As with 

family, an entire section in the previous chapter was devoted to the idea of respect, but it 

is necessary to outline why this concept is important to these teachers.  As captured in the 

section “we always have respect”, the teachers see respect as a way of life where honor 

and admiration is shown to elders because their knowledge of the island, its environment 

and the family’s history have been instrumental tools in ensuring the survival of the 

Chamorro people and respect translates into acknowledging this wisdom.  While respetu 

seeks to honor the differences, mamahlao is concerned with not drawing attention to 

individual attributes.  With this basis, the sections on “simplicity” and “sharing 

emphasizes community” illustrate the slight ways in which mamahlao is observed and 
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how this code of conduct works to remind an individual to be humble and to be generous.  

In sum, respect simultaneously honors individuals for their authority and their knowledge 

and reminds individuals of their place within society.  In contrast, mamahlao focuses on 

keeping individual humble so that there is honor and unity within the group.  Thus, 

respect and mamahlao work together to remind Chamorros of their place and their 

responsibilities within the family unit and of their duty to other family members and to 

their communities.     

The etiquette of respect Manginge’ is more than 
respect  

Respecting Nature Mamahlao 

Family responsibilities 
Supporting family 

Sharing emphasizes  
   community 
Respect is a philosophy  
   for life 

We always have respect 
The simple life 

Sharing emphasizes  
   community 
Respect is a 
philosophy  
   for life 

Figure M: Chamorro codes of conduct as reflected in the teachers' cultural connections 

Faith = Endurance, Survival 

The connections between the teachers comments highlighted in the previous 

chapter and the value, faith, revolve around the two spiritualities the teachers see within 

the Chamorro community.  Because they saw it as a connection to the past, the teachers 

acknowledged that faith has played a role in the survival of a culture, especially by 

bringing new meanings to the act of storytelling (e.g. taotaomo’na and duendes stories), 

methods of respect (manginge’), and acts of reciprocity that support family.  In addition, 

by incorporating traditional values into rituals that were introduced from outside cultures, 

faith also provided a way for the Chamorros to perpetuate traditional values.  Because 

they saw it as a connection to a supreme being, the teachers believed faith was a way to 

deal with challenges, endure the hardships and to survive.  In other words, faith provided 
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them with the mechanisms to cope with tragedy and loss, whether it be picking up after a 

storm or dealing with death or finding ways of moving on while still maintaining their 

connections to the past.    

Rituals strengthen faith, family Helps in difficult times More than religion 
Supporting family 
Sharing 
Storytelling 
Survival of culture (food) 
We always have respect 

Dealing with challenges, 
enduring hardships 
Survival of culture 
 

Survival of culture (storytelling) 
Respecting nature 
We always have respect 
 

Figure N: The value of Faith as reflected in the teachers' cultural connections 
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Figure O: Cultural Connections that illuminate core values 

Family 
 

• Supporting Family 
• Family Responsibilities 
• Family Size, Family 

Composition 
• Cousins are who you grew up 

with 
• Dealing with challenges, 

enduring hardships 
• Ethnic Chamorro 
• Chamorro in Spirit 
•
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• Survival of Culture 
• Storytelling 
• Respect 

Faith 
 

• Supporting family 
• Sharing 
• Storytelling 
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• Dealing with Challenges, 

Enduring Hardships 
• Survival of Culture 
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Core 
Values 

Inafa’maolek: 
 

• Family responsibilities 
• Supporting family 
• Sharing emphasizes community 
• Dealing with challenges, 
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• Island life should be simple 
• Cousins are who you grew up 

with 
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Summary 

Readers find comfort in and enjoy realistic fiction because it has the ability to 

project a glimpse of the real world as well as reflect the values and ideals that that society 

believes in.  Traditional literature has been touted as a great resource for understanding 

the value systems of different cultures.  However, Kelley (2008) states using only 

traditional literature to understand the cultural value system can be problematic because 

“folktales evoke a given time and place” and values change over time (p.61).  Instead, she 

recommends using contemporary realistic fiction to develop a proper perspective of how 

current social, economic and political systems dictate behavior and social customs in a 

community (pp. 61-62).  This chapter highlighted which cultural values the Chamorro 

teachers found reflected in children’s books with a Guam setting and how these values 

were translated into the character’s behaviors or the events within the story. 

 The teachers described that the current Chamorro ideology is governed by the 

values of inafa’maolek, family, respetu, mamahlao, and faith.  Their explanation of the 

values illustrated how many of them built upon each other in real life.  The teachers 

viewed inafa’maolek and family as important concepts because each was centered on the 

ideal of cooperation.  The teachers pointed out how inafa’maolek was practiced in 

different ways in different books but they all came back to the idea of a mutual 

responsibility among members of the family.  The family was valued because they are the 

ones who provide physical support and emotional guidance in times of need.  In a similar 

way, respect and mamahlao were described as dual concepts that outlined the codes of 

conduct and expected behavior.  In their thinking about the manginge’, the teachers 
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divulged that this formal act of respect held more importance than just honor because it 

ties back into reciprocal behaviors.  Finally, faith shows how precontact philosophies and 

organized religion have helped the Chamorros maintain the spirituality needed to endure.  

Thus, the ideology that the teachers identified and connected with in the books was one 

of interconnectedness and mutual assistance.  

These findings were important for three reasons.  First, it highlighted the fact that 

these Chamorros were drawn to cultural values that emphasized their Pacific identity.  

The concepts that the teachers valued revolved around interdependence over self-reliance 

and the needs of the community over that of the individual (Cunningham, 1992).  For 

example, they identified with those stories that showed family togetherness and the 

importance of the extended family network because these ideals fit in with what the 

teachers have experienced in their own lives.  They appreciated the story of Lola’s 

Journey Home because of the way the characters interacted and worked together to help 

Lola as she struggled to find her identity.  The way the family reacted to Lola’s struggle 

fell in line with what they understood were their responsibilities to their family and what 

they expected from their families in their own times of need.   The ideals of mutual 

support and harmony have been held in high esteem in the Chamorro community because 

these values helped to moderate behavior and establish a close knit community within the 

island’s traditional agrarian society in which every person was needed to ensure survival.  

Today, they are valued because they help to establish a similar kinship so that an 

individual does not have to stand alone in his or her time of need.   
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This connection is important because it adds to the developing body of literature 

about Chamorro cultural identity formation by illustrating how literature has been used to 

reassert Chamorro identity in the face of outside influences (Flores, J., 1999; Torres, 

1991).  Since the 1970s, humanities and social science scholars have been looking at the 

changes in the Chamorro community and how these changes have influenced the culture.  

In recent years, studies (Flores, 2002; Flores, 1999; Torres, 1991) have shown how art 

has been a method through which the Chamorros have maintained their sense of cultural 

identity.  This study provides an example of that intersection of art and cultural 

identification because it highlights how different Chamorro readers sought out the values 

they held close in their reading experiences and how these values became their gauge in 

determining how well the depictions met up with their cultural expectations.     

Second, the teachers showed how a cultural value is embedded within the 

different literary elements.  For example, their comments over depictions of inafa’maolek 

showed how governed the believability of a character because it outlined appropriate 

actions and behaviors of the different characters as well as suggested ways in which 

conflicts were resolved.  In order to observe inafa’maolek, the characters had to follow 

the codes of conduct of respetu and mamahlao.  When a character’s actions fell outside 

of these expected behaviors the teachers had to reflect on how they fit into their cultural 

understandings (Strong-Wilson, 2008).   Similarly, the teachers also illustrated how 

inafa’maolek became a strong theme in some of the stories.  The teachers readily 

recognized how this value became the central theme in Dolphin Day.  In contrast, 

Roland’s explanation that Keeper of the Night opens with harmony being disrupted by 



 253

the death of Isabel’s mother and the entire novel is an example of one family’s struggle to 

return back to a harmonious state illustrates how a story can still implement a cultural 

value but not have it become overtly didactic.  These examples illustrate how readers do 

not suspend their cultural beliefs in their reading experiences but instead use them as a 

tool in assessing the development of the story’s literary elements.   

This idea of cultural beliefs as a literary assessment tool helps to better describe 

how a member of a cultural group can feel the truth and cultural depth in a depiction.  In 

talking about cultural traditions, Mary stated that sometimes a group has done the same 

thing or believed in something for so long that it becomes so “ingrained in them” that 

they have a hard time explaining what it actually means (10/24/2005).  I found that to be 

true with these teachers.  Many of these teachers could outline what they believed about 

the Chamorro culture but showed signs of discomfort in defining these values.  However, 

when they spoke about the different books, they were better able to express their thoughts 

about how it fit into their culture or what made them stop to think because they were 

comparing it against their lived experiences rather than a theoretical abstraction.   

Finally, the values presented in this section were culled from the lived 

experiences of nine different Chamorro individuals rather than predetermined theories 

about culture.  It is here where the teachers took up the role of literary tulafale, or talking 

chief (Hereniko & Schwartz, 1999).  When the teachers talked about the cultural 

elements within the stories, they either explained or articulated through example the 

meaning these cultural values hold for themselves as Chamorros.  In doing so, the 
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teachers provided insights into how these values are interpreted by different individuals 

as well as how these different interpretations were applied to their reading experiences.   

Hereniko and Schwartz suggested that the role of literary tulafale should be given 

to those who are most knowledgeable about the group’s culture.  While I do understand 

their point about cultural experts should become the critics because they could best 

express the meanings, nuances and manifestations of culture, but I wonder if that should 

be the case.  It seems to me that, on a smaller scale, each reader takes at least a small part 

of that tulafale stance when he or she encounters a piece of literature about his or her own 

culture.  As the reader evaluates the realism within the story, he or she interprets the 

cultural symbols within the story based on his or her personal context of culture.  With 

that perspective, the reader mediates between the author’s words and the rules of the 

culture.  The reader’s evaluation ends in either an explanation of how the depictions fall 

in line with social norms or a critique of where the portrayal did not meet their cultural 

expectations.  In that regard, the reader becomes a literary tulafale.  As an expert of their 

own sense of culture, a reader can begin to discern the authenticity of a book.   
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CHAPTER 7:  CONTEMPORARY CHAMORRO REPRESENTATIONS 

 

Throughout the study, I was often reminded that an authentic representation is a 

delicate balancing act (Noll, 2003) and I began to wonder: “What is Chamorro in 

Chamorro children’s literature?”  In order to answer that question, I explored what the 

teachers’ responses said about the depictions by looking at: “What are the Chamorro 

teachers’ perspectives on how these books depict contemporary life on Guam and the 

core values of the Chamorro culture?”  

This question looks at how the teachers viewed the physical details, the 

characterizations, and the portrayal of cultural values within the stories and how these 

elements influenced their judgment as to whether or not the work was an authentic 

representation of contemporary Chamorro culture.   While the overall research question 

sought to explore what the teachers saw as valid representations, I began looking at the 

differences in their opinions or emphases with regard to these stories.  I felt that, by 

honoring individual senses of culture, the chorus of individual voices would depict the 

full range of authentic cultural experiences that could reveal a sense of what the entire 

group would consider important elements of contemporary life on Guam as well as what 

they considered essential to depicting the Chamorro culture.  

The Teachers’ Personal Perceptions 

Diakiw (1997) states: “Story is a powerful and traditional way to provide a 

common bond for members of a society and to familiarize children with a culture”  
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(p. 44).  He uses this statement to argue that children’s literature is a powerful tool in 

creating a national culture and identity.  His argument becomes a strong model for 

looking at ways stories are constructed and represent societies and cultural groups.   

Nodelman’s (1997) survey of Canadian scholars’ responses to “what is Canadian in 

Canadian children’s literature?” suggests that an authentic literature includes the 

significant events, prominent people, social practices, cultural values and an environment 

that are instantly recognizable to the average Canadian.  In her study on Canadian 

children’s responses to Nodelman’s inquiry, Pantaleo (2001) suggests that each nation-

state should ask that question when attempting to understand what is considered authentic 

for that group.   

While these authors were looking at literature at the national level, others suggest 

that this stance can be extended to ethnic and cultural literatures as well.  For example, 

Susan Guevera (2003) says that “an authentic work is a work that feels alive.  There is 

something true from the culture that exists there” (p. 57). Smolkin & Suina’s (2003) 

study of Native American responses to Arrow to the Sun points out that differences in 

interpretations and in importance of certain values occur even within a homogenous 

group.  Author Jacqueline Woodson (2003) uses an analogy of her grandmother’s house, 

with its own dialect and shared experiences, when speaking about the difficulty in 

presenting an authentic or realistic depiction of the African American culture; she notes 

that “as a black person, it is easy to tell who has and who has not been inside ‘my house’” 

(p. 45).  If culture is personal and influenced by individual interactions, then it stands to 

reason that each reader’s sense of cultural authenticity will vary because they have had 
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different experiences.  When analyzing what made these teachers accept or reject 

different interpretations, I began to wonder: “How well do these books fit into each 

teacher’s ‘house’?”  In other words, in what ways did the images, the scenes, or the 

details reflect these teachers’ worlds or their realities? 

Kiko 

Kiko has always lived in an extended family situation.  Kiko was ma poksai 

(reared by his grandmother) and later moved to the mainland U.S. to live with relatives 

but returned to Guam to finish high school. Kiko and his wife now live in a home built on 

her family’s land.  Thus, their front door is always open to family members and it is not 

uncommon for nieces, nephews, or cousins to walk in looking for Kiko’s children or to 

watch television.  

In talking about what is important to him as a Chamorro, Kiko explained that his 

core values were taught through his upbringing by his grandmother and his experiences 

on the ranch and living within a strictly religious, highly disciplined, and close knit 

family (9/12/2006; 3/12/2008).  For him, Chamorro culture centers around the idea of 

respetu, or respect, which is carried out by adhering to the values of inafa’maolek (taking 

care of each other), inagofli’e’ (believing or trusting that everything will be alright), and 

inakomprende (understanding or knowing the truth) (3/12/2008).  Kiko explained that 

inafa’maolek is not “just caring about each other [but] taking care of each other by 

sharing harvests and other goods with family members or the Church.”  He also very 

carefully articulated that these acts of sharing are different from those acts of reciprocity 

that are done for special occasions because the latter interactions become obligations for 
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repayment while the former acts are performed for the health and betterment of the 

community (3/12/2008).   In the end, Kiko prides himself with being a traditional 

Chamorro and in living a very traditional life.  With this point-of-view, Kiko’s responses 

to the books helped to shape what were the more time-honored perspectives of the 

Chamorro culture. 

Dolphin Day 

 Kiko found it difficult to say with confidence which perspective Dolphin Day 

presented but was able to make numerous personal connections with the story.  He found 

the conflict between off-island and local relatives to be typical and could identify with 

both characters because of his experiences living in the mainland and on Guam.  He 

described visiting Double Reef, “having the whole family together” when off-island 

relatives visit and going to the beach as normal island activities.  Kiko also “liked the 

idea that they showed how Georgie was going to stay with the different aunts and uncles 

… we always have to share our time otherwise family members will get offended if they 

don’t get their equal time” (8/10/2006).  In essence, Kiko found the setting and the 

story’s plot to be plausible. 

However, when asked whether or not the book captured the lifestyle of a 

Chamorro family, Kiko explained that it was a “fair representation” of how a Chamorro 

family worked but suggested that:    

the elements could have used a little more detail. … a dinner setting [that showed 
the men cooking and the women preparing the table] would have been good.  
[Grandma’s Love] had Nana and the fanginge', maybe one or two of the elders 
would be good to plug in there. … maybe a one time experience at Double Reef 
with the dad one day and then they took the boat (8/10/2006). 
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Kiko thought Dolphin Day was “not bad” but that it was not as culturally rich as Lola’s 

Journey Home.   Although he was unable to pinpoint what felt off for him, Kiko tried to 

clarify his position by stating that Dolphin Day was “close” to being culturally authentic 

but in the back of his mind he kept thinking “it just felt like someone not from Guam 

tried to write about the Chamorro culture” (6/3/2008).   

Lola’s Journey Home 

Kiko thought Lola’s Journey Home was “too good.”  He explained that unlike the 

other stories where he “could tell it was kind of put together,” he saw this book as a 

glimpse of reality, “it is too real…you can’t make this up.”  The text and his personal 

experiences, such as the “joy of coming home,” worked together to convince him that it 

was written from a Chamorro perspective.  For example, Kiko enjoyed the way the 

environment was developed.  He took notice that the plants (“bananas, guavas, mangoes, 

coconut, breadfruit, lemon, avocados, pumpkins... for the pumpkin tips”) and flowers 

(plumeria, puti tai nobio, orchids) in the story were common to the island and had 

significance to him.  Similarly, he found the scenarios realistic from Lola’s adjustment to 

living on island to her family’s acceptance of her to Lola playing under the nunu tree to 

Grandma Deding’s storytelling (8/1/2006).   

Kiko praised the book’s cultural elements from the beginning until the end.  He 

enjoyed the perspective of the family “coming home”, pointing out that the immigration 

officer welcomed them home and the uncle greeting them at the airport was “a loving 

experience.”  Kiko also liked how they were taken immediately to a family function at 
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grandma’s house so “everybody could see them… after they checked [in] with the 

grandma.”  Kiko appreciated the inclusion of the Chamorro language and admitted that 

the amount used was appropriate considering that the story was from the perspective of a 

non-Chamorro (8/1/2006).  He also appreciated the way Grandma Deding’s passing was 

handled with the depictions of the rosary and “[Lola] taking over some of the chores her 

grandma used to do. … In Chamorro, it’s a very big belief that when someone passes on 

that someone is pregnant or is going to get pregnant soon and that child is actually who 

takes over for the person [who died]”.  For Kiko, Lola’s Journey Home was the 

“complete package” (8/1/2006) and saw this story as a sign of hope for Chamorro 

literature.     

Grandma’s Love 

 Kiko saw Grandma’s Love as a good effort in presenting “some Chamorro 

values” (5/12/2006) but questioned whether or not the book presented a true Chamorro 

perspective.  His quandary came from a disjunction between the illustrations and the 

written text.  On the one hand, Kiko exclaimed “awesome” to almost every illustration 

and thought the little girl reaching for the raindrop as it fell from the breadfruit tree was 

“perfect” (5/12/2006). He appreciated the illustrations of the family sitting outside or 

attending church (5/12/2006) and talked about how the family has evolved.  Basically, 

Kiko said that the images and scenes depicted conveyed a sense of being in Guam and 

came from a Chamorro perspective.   

On the other hand, Kiko found the written text to be inconsistent (4/15/2008).  He 

pointed out that the book was about “some Chamorro values: respect, love, paying 
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attention to nature and enjoying nature … [and] being a participant [in life]” (5/12/2006).  

Kiko appreciated that the story incorporated the ideas of how grandma’s love is the 

foundation for learning about the Chamorro culture and how respect is extended to 

people and the environment (5/12/2006).  However, Kiko said that the text “appear[ed] 

random” at times, explaining that “although the [idea] was Chamorro, it was actually 

written from an English thought first and then translated to Chamorro” (5/12/2006) 

because the sequencing appeared illogical.  For example, Kiko found the combining of 

humans and animals in the same thought and the paying respect to parents before 

grandparents to be the “most glaring” (5/12/2006) examples of improper portrayals.  

Because of these inconsistencies, Kiko preferred to describe the book as having a 

Guamanian voice rather than a Chamorro one.   

Chamorro Guamanian Neither 
Lola’s Journey Home Grandma’s Love  
 Dolphin Day  
Figure P: Kiko's perceptions of the books 
  
What were the cultural values and representations that Kiko found authentic within the 

stories? 

 In his responses, Kiko placed a lot of emphasis on the presence of family and how 

the connections between family members showed shown.  For instance, Kiko saw Lola’s 

Journey Home as “the complete package” because it emphasized the presence of family, 

as in the uncle’s meeting them at the airport or in the close relationship that Lola shared 

with Grandma Deding.  Kiko also looked at the way traditions and social customs were 

incorporated into the story.  He appreciated the fact that a limited amount of Chamorro 

language and the guagua’ (a basket that holds the betelnut) were included in Lola’s 
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Journey Home.  He also appreciated the inclusion of the manginge’ as the form of paying 

respect, the images of father and son fishing together, and how the story emphasized the 

connection between grandparent and grandchild in Grandma’s Love.   By the same token, 

Kiko found that Grandma’s Love may have looked Chamorro but the written text did not 

sound Chamorro because the story was laid out in such as way that it did not follow the 

hierarchical order that Kiko learned from his family. 

In addition to looking at the ways the people were reflecting cultural norms, Kiko 

also paid attention to the background setting.  He loved the images in Grandma’s Love 

because they included what he called life sustaining plants, such as bananas, mangoes, 

breadfruit, coconuts.  With Lola’s Journey Home, he pointed out the environment was 

“pretty complete” (8/1/2006) and liked the fact that Lola’s doll was named “Muñeka”.   

  In all, the images and scenarios that Kiko sought out appear to highlight the 

values of inafa’maolek (taking care of one another), respetu, and inagofli’e’ (trusting that 

everything will be alright).  Even though he felt that the book did not present an entirely 

Chamorro perspective, Kiko found Dolphin Day culturally relevant because it highlighted 

the value of inafa’maolek in the conflict between the two cousins and because it explored 

the ideas of respect and inagofli’e’ among family members.   

Roland 

Roland is a strong confident individual who explains he has Spanish and 

Chamorro blood but he is as close to “pure Chamorro as it gets.”  Having “always grown 

up around Chamorros,” Roland feels a strong connection to the Chamorro culture but 

recent encounters in the Philippines has opened his eyes to similarities between 
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Chamorro and other Pacific cultures (10/7/2005).  While he did have close relationships 

with his grandparents, Roland grew up in a nuclear family unit where he and his siblings 

were latch-key kids rather than going to their grandma’s after school.  Although he was 

the middle child, Roland assumed the responsibilities usually given to the eldest child.  In 

his discussion of cultural values, Roland stated he felt that harmony and family were at 

the core of the Chamorro culture.  In addition, Roland also mentioned that food, 

language, and dancing are “main components of [the] culture that remain” (5/19/2006).   

Dolphin Day 

 Roland praised Dolphin Day as an “excellent “example of a book from Guam, 

explaining that the factors that defined it as a Chamorro book were “going to the ranch… 

owning a ranch, [and] their whole lifestyle.”  Roland felt the story “hits it right on the 

nose” (5/19/2006) with its realistic depictions tropical fruits, sword grass, “going to the 

beach, … eating guyurria… I don't think that anyone else makes guyurria anywhere….  

And someone is eating fiesta, fiesta time.  That's another local phrase.”  While other 

details did a good job of creating a realistic setting, Roland, a fisherman, explained it was 

the inclusion of Double Reef that cinched it for him: “It's a landmark for all fishermen.  

Just one word or two words and the whole book tells you [it’s] Guam right away” 

(5/19/2006).   

While the physical details convinced him that it was set on Guam, Roland felt the 

characterizations were truly representative of a Chamorro family.  As explained earlier, 

Roland personally identified with Frankie because he was “the local Chamorro boy” and 

wanted to know more about his interactions with his fisherman father.  Also, he drew 
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direct comparisons between his sister and the character of Little Girl.   Finally, Roland 

stated that Dolphin Day provides the readers with a glimpse of the Chamorro lifestyle on 

Guam, “those are mainly Chamorro activities … going to the ranch, going to the beach, 

cooking guyuria … and how our impressions of people who are not from here are kind of 

rough in the beginning until we get to know them (5/19/2006).   

Grandma’s Love 

 Roland declared that the story Grandma’s Love was set on Guam because certain 

elements such as the Umatac Church, the talaya, the lemmai tree, and the karabao, 

contributed to that feeling but he also claimed that, because some of them are common to 

the Pacific region, “you could make a stretch for the Philippines too” (4/28/2006).  

Nevertheless, his conclusion that it was an authentic Chamorro book was based almost 

entirely on the concepts of extended family and respect.  Roland explained that the 

portrayal of extended family as “‘cousins, cousins, cousins’… is true” (4/28/2006).  He 

found “respect” to be the most powerful theme in Grandma’s Love and noted that respect 

for elders constituted two pages while respect for nature was portrayed throughout the 

book (6/14/2006).  He enjoyed how the image of the “grandmother getting fangigne’-ed 

by her granddaughter” (6/15/2006) captured the idea of respecting elders.  Also, the 

images of the father and son fishing together and of the karabao ride led him to comment 

on how respect for nature was highlighted in such as way that it became a reminder for 

today’s society to take more their responsibility for the island’s physical environment 

(4/28/2006).   
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Songs of Papa’s Island 

 Roland placed this book under the category of Guamanian because it lacked rich 

details needed to convey a sense of Chamorro.  Roland said that Kerley’s writing 

succeeded in capturing that feeling of being on an island:  

Very good visuals...  She wrote very concisely [so] that you could picture it in 
your head… The description of the island was pretty good, very accurate.  The 
jungle [and] how it swallows things up.  The dukduk crabs, how they look, how 
they would crawl… that was pretty good.  The story of the reef was very accurate 
with what any person who dives would see (5/19/2006). 

 
Roland thought “Feeding Fishes” and “Crab Races” depicted “a part of my everyday life” 

and that “Swift Grey Shapes” captured that “kind of rush [of adrenaline]” and feeling of 

vulnerability divers have when they encounter something unknown (5/19/2006).   

However, while the visuals clearly reflected an island community, Roland pointed 

out that Songs of Papa’s Island did not have images or characters interacting in such a 

way that it conveyed it was in Guam:  

If I were a person from Hawaii, I would think this was a smaller island in Hawaii.  
If I from Kosrae, I would think it’s a small island in Kosrae.  …The crabs, the 
fish, the dolphins, the wild pigs are kind of ubiquitous in this Pacific region. It 
could have been any small island … because the culture wasn’t portrayed … [she 
could have included] a latte stone, a sling stone, [or] talk about the galaide’ they 
saw (5/19/2006). 
 

Roland also questioned if either character was Chamorro.  He explained that “the book 

described activities that the husband and wife did before the baby was born and [those 

activities] weren't what the culture was about” (6/15/2006).  For example, he cited that 

racing after wild pigs when “they can kill you in one swipe of their tusks” (5/19/2006) 
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and trying to save an animal that is ubiquitous on the island and not very high on the local 

animal hierarchy (5/19/2006) were questionable activities.  Roland concluded that “the 

mother [must be] haole, American… I've never met a Chamorro woman that talked this 

way or who'd want to save frogs.  A local woman would know there are just too many of 

them and, in the grand scheme of things, it's a waste of time” (5/19/2006).  All in all, 

Roland could not see it being from a Chamorro perspective. 

Keeper of the Night 

When asked if he felt that this book was about Guam, Roland said “definitely!  

There's no doubt in my mind that this thing was about Guam” (11/3/2005).  Roland 

pointed to “how people conducted their lives in that time period and how the busy-bodied 

Aunt would act versus the nurturing Aunt” (6/15/2006) and to the author’s development 

of the setting as the defining elements.  He praised Holt’s development of the village of 

Merizo (6/15/2006) but noted that that rich description was lacking in other areas:  

The author was trying to make distinct[ions] between a lifestyle in Tamuning and 
a lifestyle in Merizo. … [With] her descriptions of Merizo… you could see it. … 
Merizo was very well laid out: the description of the pier, the houses, the fishing, 
the way of life, the fiesta.  Everything was so detailed that I thought Tamuning 
could have used more.... When she was [talking about] staying in Tamuning, [it 
said] that everything was nearby, crowded, but she could have used more … 
When we talk about New York we don't have to paint the picture because the 
common man should know New York.  But if you want to talk about Fargo North 
Dakota, you kinda need to be more descriptive in that especially if you're trying to 
show comparisons to the world (11/3/2005). 
 

In terms of the characters, Roland talked about the differences in the aunts, saying that 

“one was more Chamorro than the other.”  He also drew comparisons between his family 
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and the different characters, explaining that he recognized himself in the father as being 

“strong but [with] a lot of pride” and in Isabel because “I lived that life” (11/3/2005).   

Lola’s Journey Home 

Roland emphatically stated that Lola’s Journey Home was truly Chamorro, 

explaining that the rosary scene was the final factor in his decision.  The only problem 

Roland had with the book was consistency in the illustrations.  Pointing to the mother’s 

hair and continued presence and absence of the father’s goatee, Roland explained that 

they were “rough” and “unfinished.”  While the rosary scene challenged Roland’s 

perception of some cultural practices when the family’s actions during the merienda 

differed slightly from his own family’s practices, Roland still felt that its presence and 

significance was strong enough to convey the story was about the Chamorro culture. 

Roland also pointed out that “the extended family, afok, pugua’, pupulu [being passed out 

at the merienda],” the respect paid to elders and the role of food were significant because 

they are a “big part of the culture.”  Also, when asked what told him the story was set on 

Guam, Roland joked the phrase “When we arrived on Guam…” made it obvious that it 

was set on island but later clarified that words such as buchi-buchi, suruhanu, “malago’ 

mumu?” made a “very powerful” presence in the story “because that’s our language” 

(6/14/2006) and substantiated the fact that it was a Chamorro story.   

 

Chamorro Guamanian Neither 
Dolphin Day Songs of Papa’s Island  
Keeper of the Night   
Lola’s Journey Home   
Grandma’s Love   

Figure Q: Roland's perceptions of the books 
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Roland’s decisions regarding the authenticity of the books appeared to be based 

on the presence of physical structures and familiar plants and animals as well as on the 

way characters interacted.  He often paid attention to the depictions of food, the types of 

trees in the background, and the Chamorro language within the stories.  He also found the 

inclusion of familiar churches (Umatac church in Grandma’s Love) or fishing spots 

(Double Reef in Dolphin Day) as helping to create a compelling setting.  While he took 

notice of the physical details, Roland also talked about how the actions of various 

characters told him about “their cultural background.”  He “knew” people just like the 

characters in Keeper of the Night and decided that the mother in Songs of Papa’s Island 

“must be haole, American” because she was so concerned about the “ubiquitous frog”.  

For Roland, Grandma’s Love captured the sense of harmony and respect and Keeper of 

the Night illustrated how harmony is restored after tragedy.  In sum, Roland appeared to 

rely upon the values of harmony and family in deciding whether or not a particular book 

provided a sense of realism and authenticity.   

Eric 

 Eric grew up in the southern part of the island.  Like Kiko and Dolores, Eric grew 

up in an extended family situation where his grandmothers had a hand in rearing him and 

helped him to realize the importance of family.  Unlike Dolores and Kiko, he heard the 

Chamorro language at home but did not master the language until he took classes at the 

University.  Eric explains that his understanding of the Chamorro culture initially came 

from his family and living in a village that was steeped in culture but it was further 
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fostered by researching the island’s history after becoming actively involved in the 

Chamorro cultural movement.  His participation in Chamorro culture is strongly rooted in 

the ideas of afa’maolek, mamahlao, and respect.  He explained that sometimes these 

values, especially mamahlao and respect, can appear to contradict the Western values but 

that they drive the way he approaches everything in his life.   

Dolphin Day 

Eric’s verdict that Dolphin Day was Chamorro was based on his personal 

connections to the characters as well as how the author incorporated the teaching of an 

important cultural value into the storyline.  As he read the book, Eric “constantly thought 

about my own family [so I] felt what they were going through.”  The way the characters 

interacted as a family was important to Eric.  He loved Little Girl and how she stood up 

to her cousin Frankie, stating that her strong-willed character “had a matrilineal society 

kind of thing” (5/15/2006), which made her believable.  Also, Eric laughingly shared that 

the balate’ scene reminded him of how his visiting cousins were first afraid of these sea 

creatures but later would tease Eric with them.   

Capturing the conflict caused by cultural differences also helped convince Eric 

that Dolphin Day was Chamorro.  Eric was impressed by the way the story encapsulated 

the vulnerability that people have when they encounter someone from a different culture 

and the resulting “misunderstandings” (5/15/2006).  He felt these misunderstandings 

were captured well in Georgie’s emphasis on academics versus Frankie’s love of the 

ocean and the tension that mounted between the cousins because of the characters’ 

interpretations of their differences (5/15/2006).  In addition, Eric also treasured the fact 
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that the extended family was showcased through the “getting together around the table” 

and appreciated that one of the major themes in the book was the ability of the family to 

work together (5/15/2006). In speaking about how inafa’maolek was shown in the book, 

he concludes: 

It's a process…  The value was never really taught in this concept of learning; it 
was kind of a part of life.  They wouldn't teach you what inafa'maolek means; 
they would show you and tell you through these experiences (6/22/2006). 
 

In other words, Eric thought Dolphin Day not only illustrated how inafa’maolek is carried 

out among family members but also showed how this value is learned.   

Grandma’s Love 

“It definitely feels like it is set on Guam” (4/11/2006).  Eric decided that the story 

was Chamorro, citing the illustrations of the manginge’, of “sitting outside”, and the nana 

in the rocking chair as those images that convinced him because they conjured up 

memories of being at his grandma’s house.  He found the illustrations to be the most 

significant part of the book, explaining “the illustration is what is going to carry this 

book, not necessarily the words… [because] the illustrations portray [the culture] 

completely”.  His following responses illustrate how Eric personally connected with the 

illustrations:  

Just beautiful. [Eric continues to look through book] Hmm, Inarajan, it has to be 
Inarajan. When I look at the illustration, it just draws me— more so than the 
words. The illustration is… it reminds me of the 1970s when I was growing up. 

 
This is a beautiful picture too. It is very strong.  I think of my grandmother, 
automatically. My grandmother, same build, [but] she had short hair. But my 
other grandmother had long, long white hair that was in a bun. 
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I can see this at my grandmother’s house, sitting, opened windows, hearing the 
rain, I can hear the rain, you know. I believe, it definitely feels like it is set on 
Guam because of it (4/11/2006) 
 

Eric also cited the way cultural values were discussed.  He praised the author for 

incorporating the manginge’ as the traditional form of respect and for expressing love 

through the “sharing of yourself and your things.”  However, he felt that she “played it 

safe” in her writing because he “[didn’t] think she went any deeper than what an observer 

would go to… [she did not capture the deeper meaning behind] respetu, … manginge’, 

… chenchule, … inafa’maolek.  What she said was very basic and [it] may be because of 

the targeted audience … [but] there is not enough depth” (4/11/2006). 

Songs of Papa’s Island 

The book’s “catchy” title initially made Eric think that “it’s local.”  However, 

after reading the book, he decided that ‘I really think it was written for an American 

audience, for someone who’s not from here.  I don’t think it was written for a Guam 

audience” (6/22/2006).  His decision was based on the absence of images or scenarios 

that would bring cultural “meaning” to the story.  

 Eric described the book as a “fun, nice story” and thought the imagery was just so 

strong that he could “visually see that big gross toad” or “the glow in the dark of the 

geckos” (6/22/2006).  However, as strong as the visualization was in the writing, he felt 

the story lacked details that would clearly define it as a Chamorro story.  Eric hints at 

how even the most descriptive words were still void of significance in the following 

observations: 
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It was a simple book but for me as an advocate and as someone involved in this 
cultural perpetuation and promotion, it wasn’t something.  I didn’t feel anything 
from it, I didn’t draw on it.  Yes, you can see the glow in the dark of the geckos 
… [or] the toads ... [or] the one-eyed cat from the street… Yeah, sure that reminds 
me of the geckos but it doesn’t have any meaning.  For me, it didn’t have any 
culture.  It had characteristics of the island but not of the culture. 
 

In summing up his reaction to the story, Eric explained he could not connect with it to the 

point where “I felt like I was forced to read it… not forced but I had to read it.  If I had 

picked it up on my own, I would have read a few pages and then said “Nah, that’s okay” 

(6/22/2006).  Basically, Eric found that the differences between his expectations and the 

presentation of the story were different to the point where he could not see it as being 

relevant to his life. 

Lola’s Journey Home 

Eric connected so strongly with events in this book that he asked a number of 

times if this story really happened.  When considering if the book properly captured the 

culture, he stated:  

everything about it talks about Chamorros.  "The longest journey" reminds me of 
that long plane ride to Guam.  … The manginge', my parents telling me to 
fanginge' or åmen, the taotaomo’na, … the lisayu, these are common elements 
that I recall growing up…. these are all relatable. 
 

He sums up his opinion with the statement that “all the scenes remind me of things that I 

did or things that I experienced.”  Eric appreciated that the story included a non-

traditional Chamorro family but still showed hints that the importance of cultivating 

relationships.  For him, the story is about a “little girl realizing that she was not Chamorro 

by blood …and having this relationship with the grandmother” that taught her that being 
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a part of a family was more than just being born into it.  Finally, he pointed to the rosary 

as being an important part of maintaining relationships 

When she was passing out all of the pugua... that was fun because it reminded me 
of passing out the fina’mames and hearing the manamko’ all talk, they’re jokings 
that come out (5/30/2006).   
 

He also saw the rosary scene as being important because it reflected the practice of 

visiting and talking as a way of maintaining relationships with extended family.   

Chamorro Guamanian Neither 
Lola’s Journey Home  Songs of Papa’s Island 
Grandma’s Love   
Dolphin Day   
Figure R: Eric's perceptions of the books 
 

 In deciding if a book presents a Chamorro perspective, Eric appeared to base his 

decisions on the depiction of the characters’ relationships.  Even in those instances when 

he spoke about details in the physical setting or in the illustrations (lisayu, pugua, 

manginge’), he focused on those images that symbolized or encouraged interconnectivity 

between individuals.   Most of his comments were directed at the way the characters 

showed care or concern for others in the story or if he was able to see his family in the 

scenario.  Thus, he saw the manginge’ in Grandma’s Love as being an important tradition 

to treasure and recognized the cousins’ feud in Dolphin Day as an allegory for 

inafa’maolek.  In contrast, he did not find a strong representation in Songs of Papa’s 

Island because he saw it as highlighting the island’s animals.  Concern for others 

provided a reason for concluding that Grandma’s Love was a “safe” representation of 

cultural values.  It provided a general overview of what they were about but did not 

convey the depth or importance of the values in constructing or maintaining relationships.  
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In essence, Eric valued those qualities that fostered a sense of community and highlighted 

acts of reciprocity. 

Dolores 

 Like Kiko, Dolores credits most of her upbringing and her cultural understandings 

to her grandmother.  She grew up in an extended family and recalls she spent her 

childhood playing with her uncle and spending time with her grandmother.  Dolores 

believes that the Chamorro language, the Catholic traditions, and sense of respect shaped 

her understanding of what it means to be Chamorro. They are the values that she shared 

with her children (7/27/2005).      

Endless Summer 

 Dolores found Endless Summer to be a heartwarming, realistically written story.  

By comparing this story’s elements and the cultural details with Keeper of the Night, 

Dolores felt that that Endless Summer was “the most representative of the culture” and 

the flow in plot created “a personal touch” (7/27/2005).  Wellein’s attention to details in 

Endless Summer, such as the descriptions of picking betelnut and preparing for an 

“island-style fiesta” (7/27/2005) evoked more emotion in Dolores and she was able to 

make direct comparisons with her family: “how we’d celebrate [fiestas] was kind of 

typical… [The depiction in the book] is even more than how I’d celebrate it!  To me, it 

was very Chamorro” (7/25/2005).   
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Dolphin Day 

 Even though she felt Isa’s Avocado Tree had the best cultural representation, 

Dolores found Dolphin Day to be Flores’ strongest literary accomplishment.  Dolores 

was moved by the way “the author developed [the main characters’] relationship from an 

inimical relationship to a loving one” (3/28/2005).  She enjoyed how Flores “dealt with 

the emotions of people, [such as] Georgie coping with the challenges of a totally new 

environment and Little Girl being able to see the goodness in [Georgie] that Frankie 

didn’t” (7/27/2005).   In addition, she appreciated the fact that the author “wrote it in such 

a way that you could feel the tension that existed between the boys.”  Finally, she found 

that these elements and the way the author created that sense of family closeness made it 

genuinely Chamorro (7/27/2005).   

Duendes Hunter 

 Dolores found Duendes Hunter to be a “culturally oriented, cleverly written” 

story.  She found it “thrilling” how Flores’ was able to “make the animals [seem] alive”  

However, she found the idea of the little girl being able “to go out hunting for a duendes” 

not to be as “realistic [a scenario] as the other two [books]” (7/27/2005).  In addition, she 

pointed out how the book captured the possibility that some people may not believe in the 

supernatural (7/27/2005) but she herself did not advocate “poking fun at the supernatural” 

(Dolores, 3/7/2005).   Dolores felt that Duendes Hunter carried the least emotional impact 

of Evelyn Flores’ books but she thought the depictions and scenarios still fell within the 

realm of what could realistically happen on Guam and was willing to recommend them as 

an authentic Chamorro story.       
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Isa’s Avocado Tree 

Dolores stated that, of Evelyn Flores’ three books (i.e., Dolphin Day, Isa’s 

Avocado Tree, and Duendes Hunter), Isa’s Avocado Tree was the most representative of 

Chamorro culture.  First, she found this story to be believable because she personally 

experienced a time when her family had to seek shelter at the neighbor’s house during a 

typhoon.  Thus, her personal connection immediately increased her emotional interaction 

with the story.  Next, she pointed out instances where various characters illustrated “the 

love and care you have for your neighbor and your things”, such as the father risking his 

life to rescue the neighbors and Isa’s brother getting her a new seed to plant.  Finally, 

Dolores concluded that “[Flores] focused on genuine Chamorro culture in her story… by 

describ[ing] the generosity and compassion of the Chamorros [and] her illustrator 

captured the realism of the characters' feelings and portrayed the importance of the 

family” (7/27/2005).   

Songs of Papa’s Island 

 Dolores did not openly state which perspective she believed that Songs of Papa’s 

Island came from nor whether she felt it was an authentic representation of the island.  

Instead, she made comments about how she did not connect with the story and how she 

saw it as coming from a different perspective. For instance, she stated that “the story is 

about Guam and I know what Guam has… so it was no big deal to me.”  Also, Dolores 

believes that the Chamorro spirit is shown by bonding and sharing with everyone 

(7/27/2005).  With that philosophy as a frame, Dolores found that Keeper of the Night 

and Dolphin Day explored that part of the Chamorro culture but felt that Songs of Papa’s 
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Island placed an emphasis on “the [local] animals and plant life” (7/25/2006) rather than 

on bonding experiences. Thus, she did not appear to find this book portraying a 

Chamorro perspective. 

Keeper of the Night 

 Dolores saw Keeper of the Night as a piece of fiction from a Chamorro 

perspective.  Describing it as “emotionally captivating, informative and offensive” 

(Dolores, 3/27/2005), Dolores thought the story was “quite authentic.  It represents life 

here… she provided a setting that [showed] she’s talking about Guam… all the details are 

strictly Guam” (7/25/2005).    She found the aunts believable, saying “I can name a few 

of them [like that]”, but was angered by the father shirking his responsibility of taking 

care of the family.  She also appreciated the author’s “effort in putting different things 

that I think that we normally just take for granted,” citing as an example the inclusion of 

details about how the Cruz family accepted Ana’s teen pregnancy (7/25/2005).   

 While she did see this work as authentic, Dolores found some details troublesome.  

For example, she admits the “name of the school … threw her off” (7/25/2005).  She also 

found the story’s presentation more fragmented and choppy than the Endless Summer.  

However, Dolores felt that the author had the “liberty [to] create” (7/25/2005) the story as 

she saw fit but that these choices seemed inappropriate or illogical for a Chamorro story. 

Lola’s Journey Home 

 Dolores found Lola’s Journey Home to be a strong positive representation of the 

Chamorro culture.  She appreciated the author’s focus on respect for elders, the presence 
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and influence of grandparents in their grandchildren’s lives and their identities as well as 

how various cultural details, such as the custom of family support, the enduring presence 

of suruhanas in today’s society, “the need for children to ask for permission to play near 

the [nunu] tree,” worked to create a culturally rich setting just as the illustrator ”captured 

the features of a true Chamorro”.  Almost as a testimony to the strength of this story’s 

portrayal, Dolores stated that she felt the need to share Lola’s Journey Home with her 

students.  As a result, she found that her students connected with the “accuracy in [the 

author’s] use of language and the cultural background she included in the story” 

(Dolores, 10/4/2005).    

Chamorro Guamanian Neither 
Keeper of the Night *Song of Papa’s Island 
Endless Summer   * Derived from Dolores statements 
Duendes Hunter   
Isa’s Avocado Tree   
Dolphin Day   
Lola’s Journey Home   
Figure S: Dolores' perceptions of the books                                              

  
Dolores’ responses indicated that she was more accepting of any story than the 

other teachers.  For Dolores, Endless Summer was the most authentic because of the 

inclusion of places she recognized and details that were well researched (3/9/2005, 

7/27/2005).  Dolores found Isa’s Avocado Tree and Dolphin Day authentic because they 

focused on the compassion in the Chamorro people.  She accepted Keeper of the Night as 

authentic because she found the characters believable and they reminded her of people in 

her life.  In addition, she gave the story a wide berth because she it was fiction and 

believed the details in fiction did not need to be factually based.  Dolores felt Lola’s 
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Journey Home had a strong voice because it highlighted the connection between 

grandmother and grandchild, how the family assists in rearing a Chamorro child, and the 

way respect is shown within a family.   

Finally, Dolores had different reactions to Duendes Hunter and Songs of Papa’s 

Island even though she focused on the same type of details in each book.  She explained 

she had no connection to Songs of Papa’s Island because she found the book’s focus on 

the island’s animal life “no big deal” (7/27/2005).   In contrast, she found Duendes 

Hunter refreshing because the author was able to make “the animals seem alive” 

(8/11/2005).  One difference is that the inclusion of duendes, which is a supernatural 

force that lives in nature, provided a cultural context to Duendes Hunter that was not in 

Songs of Papa’s Island and provided a sense of realism to the story.  

With these books, Dolores appeared to make connections with the family 

situations in the stories.  She found those books that highlighted or explored family 

dynamics to be the most compelling to read and those that depicted the respect and 

compassionate nature of Chamorros to be the most realistic and authentic themes within 

the stories. Thus, Dolores appeared to focus primarily on the ideas of family and respect 

in deciding whether or not a book provided an authentic Chamorro voice. 

Krystal 

 Krystal describes herself as “Chamorro” because that is the culture in which she 

grew up.  Krystal’s life experiences reflect how various outside influences on the island’s 

community have changed the Chamorro experience.  First, she is the middle child born to 

a Caucasian father and Chamorro-Filipino mother.  Second, she has lived in both double-
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parent and single parent households as well as had experiences with extended family 

situations.  Finally, Krystal is a born-again Christian.  She explains that while they no 

longer belong to the Catholic Church, her family does attend certain church functions 

because of their importance to family unity and to the culture.  Showing how she has 

learned to become a cultural chameleon, Krystal describes herself trustworthy and 

compassionate but can also be “outspoken” and direct to the point that “if you ask my 

opinion you’d better be ready to get it” (11/9/2005).  In thinking about core Chamorro 

values, Krystal explains that family, religion and traditions were important values that 

guided her life as a Chamorro. 

Dolphin Day 

 Krystal felt that Dolphin Day was Chamorro, basing her decision on the presence 

of details easily identified by Chamorros as having a connection to the island and the 

culture.  She found the use of Chamorro words such as balate’ and male’ signaled that it 

was a story about Guam and the names, Isa and Kiko, were “common nicknames for 

Chamorro families” (5/31/2006).   

 Krystal found the story to be infused with cultural nuances that created a 

believable story.  For example, because the book was about “dealing with family,” she 

appreciated the depictions of the family doing everything together “offroading, going to 

the beach, boating” which she explained were usual activities when visiting with off-

island relatives.  She found the scene where thirty-one relatives greeting Georgie’s family 

at the airport “typical” because it was family, and “that’s a Guam thing to do.”  The only 

issue that Krystal had was the idea of the boys being able to sneak the boat away 
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undetected because “it’s just difficult to think that no one knew where they were going 

and that they were gone for that long” (5/31/2006) which alludes to the idea that the 

family watches out for each other.   

 Krystal found the character depictions to be strong, stating that they were “written 

so that you can relate to the emotions of the characters in the events” (5/31/2006).  In 

looking at the illustrations, she found the representations of people “appropriate” and 

their features were “believable.”  She saw the illustrations and the text both worked well 

in conveying that the two cousins were struggling to work through their differences, 

pointing to Georgie being “a bit unsure of himself … [because] he hasn’t established 

relationships” and Frankie “feeling put off by his cousin” (5/31/2006).  She also found 

the concept of being helpful to each other in spite of differences as being an important 

inclusion because it shows “how to deal with others' strengths and weaknesses without 

destroying relationships” (5/31/2006).   

Duendes Hunter 

 Krystal decided that Duendes Hunter was Chamorro based on two ideas.  First it 

was the interaction between Nana and Little Girl.  Krystal explained that for her the 

whole story all came down to the nana loving and caring her for granddaughter.  

Explaining that the story provides a “pretty good idea of how Guam is…[because] it is a 

more day-to-day like kind of story” Krystal found the last image to be significant because 

it showed how, in spite of all the activities that the grandma did (“fixing rosketti”, “cooks 

breakfast”) and the mischief that Little Girl got into (“going duendes hunting”, ‘scar[ing] 
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her grandmother into thinking there’s a rat”), that Little Girl would still be “nurtured, 

taken care of” (4/19/2006) by her grandmother.   

 The other compelling idea was the “sharing of the culture” through stories about 

the duendes.  Krystal noted that the author highlighted the fact that the story the 

grandmother shared with Little Girl was passed down for at least three generations, 

explaining that “this is how our culture gets passed down, just lots of storytelling and 

sharing from one family member to the next, from one generation to the other” 

(4/19/2006).  This little detail cinched it for Krystal that this story was written for a local 

audience.   

Isa’s Avocado Tree 

 Krystal felt that Isa’s Avocado Tree presented part of Guam life in a very realistic 

manner.  Krystal found two major themes running throughout the story that convinced 

her that it was a Chamorro story.  She explained that “one of the main ideas was family… 

your extended family…a very big part of life on Guam” with everybody helping each 

other out after the storm.  The other “was dealing with disappointment and troubles after 

the typhoon… [it’s about] how you move beyond all that.  You get some bum luck and 

then you move on”.  The illustrations helped her to empathize with what Isa was going 

through: “it made my heart hurt for her a little bit because she just looked how the book 

described her ‘a little bit disappointed, a little sad, hurt, and not really wanting to go tell 

everybody” (3/29/2006).   

Krystal explained how the details worked to create a believable setting for her.  

For instance, she felt that the author “did a very good job of explaining… [the] pretty 
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standard ‘when a typhoon is coming’ kind of stuff”.  Also, she appreciated how the 

author captured the length of time that it takes a typhoon to pass.  One area that Krystal 

did find confusing was the idea that the characters went down to the basement during the 

storm because she had “never heard of any house on Guam with a basement.”  While 

Krystal explained the story could easily apply to the Filipino community or other 

Micronesian communities because they all “have a very extensive family network”, the 

choice of names for the characters told her it was Chamorro. “Isa is a Chamorro word 

that means rainbow.  That’s not a name you would hear in a Filipino family… [and for] 

Auntie Loling, in a Filipino house, it would be Tito or Tita for Uncle and Auntie” 

(3/29/2006).  For Krystal, the choice of names became the distinguishing feature that 

indicated the family was Chamorro.   

Grandma’s Love 

 Krystal enjoyed this work so much that she decided that she was going “to get my 

mom to buy it for [my daughter].”  Krystal felt the illustrations provided “a clear idea of 

Guam, the trees, plants, [and the] family doing things together.”  She appreciated the 

image of the grandma with the grandchild in front of the house because it portrays “the 

islander way of life” and the illustration of two males fishing at sunset because the image 

shows the father teaching his son to fish but it also suggests how “the son is learning not 

to take [his culture] for granted” (7/5/2006).   

Krystal felt this book focused the cultural aspects of storytelling, sharing, respect 

for all living things, and the extended family.  She pointed out that the opening line 

“Come and listen to me” was reminiscent of the oral tradition, that “so much of our 
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culture is passed down through storytelling.”  For Krystal, the ideas of sharing and 

respect were intertwined in this work as she pointed to the sharing of the culture was the 

showing of respect and taking care of each other.  She explained that illustrations 

highlighted the family oriented nature of the culture because “each picture shows at least 

two people” and that the text showed “the importance of multiple generations [in creating 

a] very strong family bond” (7/5/2006).      

Songs of Papa’s Island 

 According to Krystal, Songs of Papa’s Island was a “fun” story.  She stated “there 

were lots of parts where I laughed relating to the toads,… the rain, being in the ocean, the 

geckoes in the house, those are everyday parts of everyday life on Guam”.  She often had 

to read the chapter because she had to know “Well, did they get the frogs?” (7/5/2006).  

In other words, Krystal found the writing engaging and detailed enough that she felt 

compelled to find out what happened.  

 Even though she found the work descriptive, Krystal pointed out that “it didn’t 

have any real cultural information in it” and believed that people from Guam would have 

been “Well, yeah” [Krystal scoffs] and have that attitude like ‘Yeah, yeah, it’s the 

frogs… it’s a gecko’”.  Interestingly, Krystal admitted that she would probably never 

have picked up this book because “it was written by someone not from Guam just like 

with Keeper of the Night” but changed her mind after having read the story.  Ultimately, 

Krystal decided that she would recommend this book to others, not because it represented 

her island and its culture but because “the author didn’t try to be a part of the 

culture….she never tried to represent herself as Chamorro. … It was simply her sharing 
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her personal experiences.  You can’t discredit someone’s personal experiences” 

(7/5/2006).  Krystal’s comment highlights the fact that she did not believe the book to 

present a Chamorro perspective. 

Keeper of the Night 

 Krystal stated that Keeper of the Night was an interesting read but had trouble 

connecting to the story.  “I had a hard time imagining myself in the story.  The other 

stories by Evelyn Flores were easy for me to get into ‘Yeah, I remember this’.  For this, it 

was one of those ‘yes, this is a great story to read’ but I didn't get personally involved 

with it”.  While Krystal could envision them being about “real people”, “[Keeper of the 

Night] for me was very much strictly fiction” (6/14/2006). 

 Krystal explained there were several places that she thought “’that would never 

have happened’ or ‘that’s so far-fetched’.”  For example, Krystal found the daily travel 

between Talofofo and Tamuning and Merizo to be unrealistic.  As an alumna of the 

university, she found the inclusion of a diving pool unrealistic.  Next, she questioned how 

Isabel could have made the best golai hagon suni at such an early age: 

It seemed odd to me that she could have mastered a recipe so well that everyone 
would want her to make it for the fiesta by the time she was in the 8th grade.  
Food is such a big part of the culture but generally it's the older ladies that have 
the recipes that they pass on and pass on and pass on.  I have never, ever heard of 
a child who was able to prepare a recipe so well that it was put on the fiesta table 
(6/14/2006).  

 
Krystal also had issues with some of the ways the Catholic faith was incorporated into the 

story: “they went to Catholic school, Catholic this, Catholic that, and then the mom 

committed suicide.  With a very strong Catholic faith, suicide is never really… an option 
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but while holding their rosary beads? No, [it would never happen]” (6/14/2006).  In the 

end, these inconsistencies led Krystal to discard this book as a valid representation. 

Lola’s Journey Home 

 Krystal saw Lola’s Journey Home as a story about a girl who is learning what it 

means to be Chamorro living on Guam.  Even though two illustrations confused her (she 

didn’t “understand the symbolism of the melding faces” and the funeral “seemed more 

like Samoa where there’s a ceremonial dress”), Krystal explained that the use of place 

names (“Toto”) and Chamorro words (suruhanu) as well as the inclusion of images that 

are “common and familiar [to a local audience]… plants, animals, bananas, chickens, … 

outside stove,… all enhanced the idea that it was set here” (7/5/2006).   

 Krystal shared how certain scenarios helped to build a sense of culture in the 

story.  She felt that Grandma Deding’s passing away was important because Grandma 

Deding was the one who “helped her adjust, explained why things are done this way, … 

reassured her that she was family, …how she is Chamorro.”  Krystal pointed to the Lola 

getting sick after playing under the nunu tree and the visits to the outside stove as being 

important because they each brought a sense of tradition into the storyline.  For example, 

the suruhana healing Lola highlighted the existence of traditional herbalist healers.  In 

addition, she explained the “outside stove was important because Grandma Deding 

showed Lola how to use the stove which made Lola the fourth generation to learn how to 

use it” (7/5/2006).    
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Chamorro Guamanian Neither 
Grandma’s Love  Keeper of the Night 
Isa’s Avocado Tree  Songs of Papa’s Island 
Dolphin Day   
The Duendes Hunter   
Lola’s Journey Home   

Figure T: Krystal's perceptions of the books 
 

For Krystal, those works that managed to present details that were recognizable 

and incorporated into a believable storyline were deemed authentic.  For example, with 

Lola’s Journey Home, she found Grandma Deding’s character well rounded because it 

illustrated the role of the family matriarch in child-rearing and self-realization.  Krystal 

also found Isa’s Avocado Tree authentic because it highlighted the family’s role in taking 

care of each other as well as the value of a Chamorro individual placing his or her trust in 

others.  On the other hand, Krystal felt Keeper of the Night and Songs of Papa’s Island 

presented an outsider’s perspective for very different but related reasons.  Krystal felt that 

Keeper of the Night was an inauthentic presentation because it contained scenarios that 

she felt were unrealistic or implausible.  In contrast, Krystal felt that Songs of Papa’s 

Island portrayed a realistic experience (one that someone visiting Guam might do while 

on island) but it just did not capture a Chamorro experience.  Thus, it was an outsider’s 

perspective because it did not provide any local cultural context.  In essence, Krystal’s 

responses show that she was focusing on the representations of family and how details 

(nunu tree, storytelling, choices in character names) that provided cultural insight were 

incorporated into the story. 
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Faye 

 Faye finds herself “very sensitive to culture…because [her parents] come from 

two different ethnicities” so she cannot tell where her Chamorro culture ends and her 

Filipino culture begins.  Although Faye was reluctant to describe Chamorro culture, she 

explained “a person comes close when [he or she] embraces the culture and the traditions.  

For her family, “church…. and stories were a very big part” (7/11/2006) of their lives.  In 

terms of what she considered to be essential to her sense of the Chamorro culture, Faye 

purports that faith, family and respect were the core values. 

Endless Summer 

 Faye initially saw this book as an entertaining read, citing the chapter “The 

Forbidden Journey” as “exciting and suspenseful” and explaining that “To Kill a Pig” 

reminded her of her experiences in Mongmong.  However, she also found certain 

“conventions” problematic.  For example, she found grammatical errors, problems with 

sentence fluency, and she had “reading blips with the author’s use of Chamorro words”:  

On page sixteen, [the character says] "Small na patgon hao.." I don't know if 
Chamorro kids talk like that. 
 
Page seventeen, "Boonies" is a haole term.  The Chamorro term should have been 
"halom tano".  Same comment applies to the fruit bat.  Why not “fanihi”?  
(7/5/2006) 
 

Faye found these problems “distracting” and eventually she “gave herself permission to 

stop because [she] did not find anything in it to keep [her] interest” (7/5/2006).  From 

this, she concluded it came neither from a Chamorro perspective nor a Guamanian one. 
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Dolphin Day 

 Faye found Dolphin Day to be “a longer read, with too much text and not enough 

visuals” but found the story to be just as believable as Isa’s Avocado Tree.  She was able 

to personally relate to the events in the story, such as being at Double Reef and 

“swimming with dolphins [was] exactly like my experience only not in those numbers” (.  

Additionally, she found the cultural details to be believable, such as the various activities 

that the characters did with the visiting relatives, “the parental pride in academic 

achievement”, and “thirty cousins waiting for an arrival at the airport” (Faye, undated 

written reflection).  Faye felt that these depictions were strong enough to provide a 

Chamorro perspective to this book.   

Isa’s Avocado Tree 

 Faye made various personal connections between the characters’ experiences 

during the typhoon and her own experiences during Typhoon Karen.  In addition, she 

found Isa’s Avocado Tree to be “more realistic than Keeper of the Night”.  In thinking 

about the book’s cultural details, Faye found both positive and questionable 

representations.  She could not connect with the idea of a basement because “not many, if 

any houses on Guam, have a basement” and thought it was odd to call the food the 

mother prepared “’kado [sic] stew’ [because] it’s always been kado[sic]” and spell titiyas 

as tatejas.  In contrast, Faye found the author’s treatment of the storm’s aftermath and 

cleanup efforts to be powerful representations.    

[The author highlighted] the resiliency of the people in the recovery process, the 
concept of grieving for a short time then moving on…. the gathering of families at 
the mom and dad's house after the storm, the camaraderie, and cooperation. These 
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are true illustrations of the Chamorro people and people on Guam (undated 
written reflection).   
 

Thus, Faye felt that Isa’s Avocado Tree was an authentic Chamorro book because of the 

way it presented the ideas of resiliency and camaraderie.   

Grandma’s Love 

 Faye described Grandma’s Love as a book “written by someone who lived on 

Guam for a very long time and had a good grip on some cultural concept” but did not 

believe it fully captured a Chamorro voice.  She recognized that the book focused on 

“timeless values … such as respect[ing] the wisdom of our elders, sharing of yourself and 

your things… Chamorros are very into sharing things.  Whether it’s willingly or 

unwillingly, we share things” (07/5/2006) and gave “the karabao, the fanginge’, the 

splashes of bright colored flowers with green foliage” (07/5/2006) as examples of strong 

cultural icons in the book.  However, when asked if she thought it was set in Guam, she 

hesitatingly said “most likely” (07/5/2006) but clarified that the illustrations, while they 

conveyed a sense of Guam in her, were done in such a way that they could also represent 

other Pacific islands.  Ultimately, she appreciated the fact that the author did not 

“force…ad nauseam” the idea that the book was about Guam or the Chamorro culture 

and said it presented a Guamanian voice. 

Songs of Papa’s Island 

Faye appreciated Songs of Papa’s Island because the author “did not make any 

references to culture, specific things about culture, specific people or places” (10/5/2005) 
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which she explained was her biggest problem with Keeper of the Night. Faye saw Songs 

of Papa’s Island as coming from a Guamanian perspective because the author “spoke 

about her personal experiences with the animal life” and presented vignettes that “many 

of us from the islands can relate, [like] geckos crawling on the wall” (10/5/2005).   She 

concluded that the depiction was appropriate because the author focused on her personal 

experiences rather than to poorly attempt a Chamorro perspective as in Keeper of the 

Night. 

Keeper of the Night 

 Faye found Keeper of the Night to be very problematic.  In fact, Faye “had a hard 

time getting past some of the things that the author mentioned in the first few pages’, 

explaining:   

Culturally, the Chamorro women, in contemplating suicide, wouldn’t be on their 
knees for the rosary because Catholicism is held so valuable… it’s almost 
contradictory to the religion.  Yet the author wrote about she would be on her 
knees, praying the rosary and committing suicide at the same time.  That already 
put me off (10/5/2005).   
 

With the opening scene conflicting with her understanding of how the Catholic faith is 

practiced, Faye immediately began looking at the story with a critical eye.  While she did 

find some truth in some of the depictions (e.g. the father withdrawing from the family 

with the death of his wife and the aunties taking over while he mourned), Faye found 

herself “distracted by the inaccuracies” (10/5/2005) to the point where she began listing 

them down rather than enjoying the book.   

Her list of inaccuracies (See Figure U) focused on how the author’s approach or 

inclusion of small details influenced the setting and the story’s realism.  She found some 
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inaccuracies, such as the freezer-burnt ice cream, the guestroom, and the banana plant 

leaves, “irritating” because they made the story sound fake.  Other inaccuracies, such as 

the brown tree snake and the intermarriage references, she found appalling because they 

“perpetuated inaccuracies… and untruths” that the island has to continually correct 

(10/5/2005).  Faye also expressed how these word choices and inaccuracies changed the 

perspective of who was telling the story: 

I’m thinking “the author is trying to think like a Chamorro twelve year old but 
she’s using the vocabulary of a Navy or an 18 year old from a town in the states.”   
 
She said they had to make a hole to drain the milk before they grated the coconut.  
When do we ever poke a hole in the coconut to drain the milk?  We only do that 
with the manha, never the ripe coconut.  And the, she said that her fingers became 
raw from grating the coconut.  You need to grate twenty coconuts to get raw 
hands. … Again, [it shows] how the haole girl is trying to think like a Chamorro 
girl and she doesn’t succeed. 
 
A Chamorro kid would never be bored here because there’s always something to 
do whether it’s “kick the can” or just go out into the boonies and walk through the 
jungle… I think the ones that consider that boring would be [people] that don’t 
live here, who are here for a very short time and are looking for the kind of 
activities that they experience wherever they came from.  I hear that a lot 
especially from my classmates who are military kids (10/5/2005).   

 
Faye concluded that the story would have been better if the author had chosen to use a 

statesider voice, explaining “she would have been more believable… or she should have 

spoken about Isabel in the third person… that would have been perfect” (10/5/2005).   

For Faye, Keeper of the Night was simply inauthentic.   
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Figure U: Selected Excerpts from Faye's List of Inaccuracies 
 
 

Lola’s Journey Home 

 The evidence that Lola’s Journey Home came from a Chamorro perspective 

“came from the text, the way it was written, the way it was depicted”.   Faye found that 

most of the works she read had “a few misplaced phrases” but Lola’s Journey Home 

“used colorful phrases [and] words that speak”.  Faye appreciated the use of nicknames to 

“label the relatives. … It’s more real”.  Additionally, she appreciated the way the author 

Chamorros don’t ever call their relatives by their given name… maybe to make it 
more real she would have called Auntie Bernadette maybe Auntie Monette 
[In] the store they owned, they sold freezer-burnt ice cream?  Get real! What do we 
eat on Guam?  Foremost.  …  How many people really know freezer-burnt?  We eat 
ice cream whether it’s got ice crystals growing on it, we don’t know freezer burn. 
there is no Chamorro home that has a guest room, they might have a spare room but 
they never call it a guest room… there are no guests.  [family] all sleep over and are 
not considered guests 
The University of Guam [has been] in existence for over 50 years, we’ve never had a 
diving team… we do have swim teams, there are a lot of Chamorro kids that join 
swim teams… but there’s not one Chamorro kid who has ever really taken up diving.  
So, that takes away from [the cultural feel] 
Do we ever call banana leaves, banana plant leaves? We just call it banana leaves.  If 
you’re from here, you know that.  
On page 75, [she talked about] the brown tree snakes that took over the island.  We 
here struggle to correct that misconception, that untruth.  Although we used to have a 
problem with brown tree snakes they never took over the island.    
she [commented] on page 100 about how [brothers] used to marry sisters from that 
village.  That’s almost close to the comment that other jerky haole wrote about how 
they give away girls down south.  It’s like anybody reading this would just pick up on 
that and just leave it. … They won’t do research… they would just say “Oh my, on 
Guam they just marry their sisters”… Why put it in there? What was the relevance of 
that statement in the book?! 
She called some of the villages by their appropriate names like Tamuning, Malesso, 
Umatac and then she comes in with Tamon… what's that? I'm not quite sure what she 
was trying to do with the book. (10/5/2005) 
She describes someone’s house, Mrs. Cruz, who has a sunroom.  Who has a sunroom? 
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“embedded [the cultural images and concepts] into the book, [citing as an] example, ‘she 

hugged her doll Muñeka.’  Muñeka is the Chamorro word for ‘doll’ so it’s in the right 

context”.   She also pointed out how other images were culturally significant or easily 

recognizable: “the traditional medicines [that are] still practiced today” (Faye, undated 

written reflection), buchi-buchi, the hotno, or the grandma’s stove that is still in existence 

from Agat to Umatac” (7/5/2006).  Faye explained that she pays close attention to the 

conventions that an author employs in writing the book and found that she did not have 

any “issue with the conventions in this book.… It is the voice of a Chamorro” (7/5/2006).  

 
Chamorro Guamanian Neither 

Isa’s Avocado Tree Grandma’s Love Keeper of the Night 
Dolphin Day Songs of Papa’s Island Endless Summer 

Lola’s Journey Home*  
Figure V: Faye's perceptions of the books 
*Placed it under Guamanian but when looking at responses to the book, comments 
indicated she felt it was Chamorro.   
 
 Faye’s opinions were based upon her ability to relate personally to the story and 

upon the messages conveyed in the author’s word choices.  Isa’s Avocado Tree and 

Dolphin Day had activities that she had participated in which helped to draw her into the 

stories.  The stories foci on resiliency, camaraderie and the family interactions convinced 

her that they presented a Chamorro perspective.  With Lola’s Journey Home, Faye 

enjoyed the author’s ability to make the words speak to her as well as the way the cultural 

elements were tied into the story.   

 In contrast, Faye found Keeper of the Night and Endless Summer to be so 

problematic that she concluded they could only be placed in the Neither category.  For 

her, the numerous problematic word choices conveyed to her that the author had little 
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understanding of the culture and so the work carried an inauthentic voice.  Faye found the 

choices in Endless Summer (especially which were in Chamorro and which were in 

English) were problematic to the point that Fay just stopped reading because she could 

not relate.  Faye was drawn to resiliency and family in her readings and these lay down 

the foundation of what she considered to be an authentic story.  More interestingly, for 

her, the precision of the words used or the language chosen, was pivotal in defining the 

narrative voice and, in turn, in determining the work’s authenticity. 

Ted 

 Ted lives in a prime example of the extended Chamorro family.  Instead of being 

able to tell many stories of adventures with his cousins, Ted recalls being the 

disciplinarian or his grandmother’s helper to his cousins.  Similar to Mary, Ted also split 

his time between his mother’s side and his father’s side of the family growing up.  This 

arrangement allowed him to develop a close relationship with his mom’s side of the 

family but to learn most of his cultural understandings from his dad’s side.  Now, his 

home life consists of helping his mom and dad care for their parents as well as watching 

over a reared son.  With this family structure, it comes as no surprise that Ted described 

obligations, reciprocity, community, kinship and grandparents/family as important values 

in maintaining inafa’maolek.   

Endless Summer 

Ted found Endless Summer to be his favorite.  He connected with the story in 

various ways.  First, he could see similarities between his Dad and the character Daniet.  

Ted could see his father encouraging the young boys with phrases like “Go on, Go on” 
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[or] “Just a little closer” or “Po’lu-ha’.’’  Ted also admitted that, like his dad, he would 

take a similar stance when he saw a younger relative doing something dangerous: “Okay 

get closer to the fire. Do it again, nai? It hurts, do it again.  It’s such a Chamorro thing to 

do, learn through experience” (8/4/2005).   Next, the adventures that the boys went on 

reminded Ted of the stories that his brother and their cousins would tell after trekking 

through the jungle or spending time on the ranch.  Also, he saw the characters spending 

time on the ranch as a realistic experience.  In sum, Ted felt that this story came from a 

Chamorro perspective because Endless Summer “brings you through so many 

experiences they did over one summer.  I can relate to that because we did so many 

[similar] things in just one summer” (8/4/2005). 

Dolphin Day 

For Ted, Dolphin Day was a mixture of “several different aspects” of island life 

and an exploration of values.  For example, he pointed out that the scene where the entire 

family came to meet them at the airport is no longer a common occurrence: “you don't 

see that often.  [Now, it’s] ‘Go, fan, and pick up your Auntie at the airport’.”   In 

addition, he saw the “meeting the family.” the “going around,” the “sleeping at different 

[relatives’] houses,” and the cousins’ experience on the boat as examples of ways in 

which he bonded.   Ted appreciated Dolphin Day more than Evelyn Flores’ other books 

because it explored more issues about cultural values (8/3/2005). 
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Duendes Hunter 

 Even though he did not feel that this story was as compelling as Isa’s Avocado 

Tree or Dolphin Day, Ted agreed with JP’s comment that the story flowed and thought 

that Duendes Hunter was a good read, saying that the author “catered the story towards 

people that age” (8/8/2005).  When asked about the cultural aspects of the story, Ted 

illustrated which cultural elements were important to him.  Ted wished there were more 

Chamorro words in the book, pointing out that one illustration includes the Marianas 

Fruit dove but it is not identified by its Chamorro name and thought about how “rosketti 

was described as a ‘starch cookie’” (8/8/2005).  However, Ted also identified the cooking 

and the interactions between grandmas and her grandchildren “when grandma’s making 

something, the kids are usually around, I hear ’em talking, or grandma’s telling stories 

while she’s doing something” (8/8/2005) were essential to his believing that the book was 

from a Chamorro perspective.     

Isa’s Avocado Tree 

 Ted enjoyed Isa’s Avocado Tree because the scenarios seemed realistic and 

highlighted cultural values that he felt strongly about.  He identified with the cramped 

conditions depicted in the typhoon scene. “We were crowded like that….  During the big 

typhoons, we’d go shelter at my Auntie Lola’s house because was the only one who had 

concrete. ….  Yeah, it was crowded.  But it was good, you know it was family”.  Ted 

appreciated how Isa’s brother, who teased her about her seedling at the beginning of the 

story, was the one who “came around in the end and helped her” (8/4/2005).   For Ted, 
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the story really drew out the idea of family responsibilities and how everyone knows their 

role in supporting the family.   

When the father went out to go help with the neighbors during the typhoon, the 
older son went out and knew what he was supposed to do.  The younger ones 
knew what they were supposed to do already in situations like this.  They already 
knew their responsibilities at such a young age and their places because in 
Chamorro customs.  The oldest one has some responsibilities, the second one 
doesn’t have, then when the oldest one is gone, then they all move up in 
responsibility. 

 
In other words, Ted found Isa’s Avocado Tree to be authentically Chamorro because it 

highlighted the cultural values of family responsibilities and support in a realistic setting. 

Grandma’s Love 

 Ted easily connected to Grandma’s Love.  As he read, he reflected on how much 

value he placed on traditions and cultural values such as the manginge’, living simply, 

and the importance of “sharing time with family” (8/9/2005).  Ted also appreciated the 

attempt to include Chamorro in the work but found that the “sweet, mellow” imagery 

developed in English did not translate well into Chamorro, explaining that it felt “hard” 

and “exaggerated” (8/9/2005).  In contrast, he found that the illustrations in Grandma’s 

Love captured his island realistically so that it invoked personal memories.  He pointed 

out that the images reminded him of spending time at his family’s ranch, learning how to 

fish with his grandfather, and “just made me think of Grandma” (8/9/2005).  It was based 

on these images ability to remind him of his childhood experiences that Ted felt that 

Grandma’s Love captured a Chamorro perspective.   
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Song’s of Papa’s Island 

Ted described Songs of Papa’s Island as “interesting.”  He thought the way the 

characters interacted in their setting was odd.  He could not think of any Chamorros who 

would go biking on a date and found the idea of feeding peas to fish strange: “Fish don’t 

eat vegetables… Feed them rice or bread or something!”  Additionally, Ted felt the 

“number of people involved in the story stuck out” because “there is always more than 

two people involved in anything that happens” (8/8/2005).    

Just as he thought the flowery language in Grandma’s Love did not translate well 

into Chamorro, Ted found the narrator’s method of introducing a new chapter and 

showing the passage of time to be unusual: 

It started out we lived in a place, surrounded by water... something like that.  It 
didn’t say how.  Then it said “but you weren’t born yet” and I was like “How 
could you live there in a place if you weren’t even born yet?!”  That stuck out.  … 
[Then it said] “When you were hiding, you were still hiding, you were the size of 
a pea” (8/8/2005)   

 
Ted was so struck by this convention that he and JP spent considerable time comparing 

how old they thought the character was at each chapter until he concluded that “it was 

just a weird way to say it” (8/8/2005).  In sum, Ted did not believe this book was written 

from a Chamorro perspective nor did he feel it was set on Guam.  When asked if he 

believed it was about Guam, Ted replied “Was that Guam?!  I was thinking Hawaii.  … 

That’s NOT Guam” (8/8/2005).   

Keeper of the Night 

 In spite of hearing some negative comments regarding the book, Ted felt that 

Keeper of the Night did present a Chamorro perspective and was set in Guam.  He noted 
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that the “family lived in Malesso [where they had] family, friends and school nearby” 

(Ted, 8/8/2005) and found the images of kids swimming and the father fishing to be 

realistic (8/9/2005).  Interestingly, even though he took issue with the father’s absence 

from his children’s life, Ted still felt the family structure was believable because he saw 

ways in which the family helped each other “whenever they needed something” 

(8/9/2005).   Ted also found the aunties had character traits that were believable as well 

as held cultural significance.  For instance, he saw that Aunt Minerva was a techa 

(8/8/2005) and that a person like her, with “plastic on couches, everything has to be in its 

right place” (8/9/2005), could exist within the Chamorro community.  Coming from a 

family of suruhanas, Ted appreciated that Aunt Bernadette was a suruhana, “always 

telling suruhana stories” but found it interesting that she used Tylenol while she 

dispensed the herbal remedies to her patients (8/9/2005).   

As he considered what others had told him about the book, Ted stated “I just 

didn’t see why everyone was saying that it’s a bad book because it talks about Guam and 

how Guam’s a suicide place and everyone’s cockfighting and sleeping with our sisters.  I 

didn’t get that at all! I mean it mentions stuff like that but it doesn’t stay on that too long 

that it comes out like a big thing”. For him, the story focused on how each member of the 

family has a different way of coping and how “Sometimes you need to look at the entire 

group and see how you guys can get through this together” (8/9/2005).  Because it looked 

at how the family worked to get through the tragedy together, Ted thought that it was 

from a Chamorro perspective.    
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Lola’s Journey Home 

 According to Ted, Lola’s Journey Home presented an authentic Chamorro voice 

and perspective.  As he read the book, Ted was surprised to find out that Lola was not of 

Chamorro descent:   

I thought that she was a Chamorro child to begin with even when they called her a 
Haole.  … I thought that she was just white-complected.  … It didn't come across 
because when she's coming off the plane [her parents said] "Just remember what 
we taught you"... that's a very family thing to do... So they taught them respect 
and all that. ... I'm thinking "okay, this is a Chamorro child coming to Guam for 
the first time [and] she's being teased haole because of her skin color but I didn't 
know she was actually Caucasian.  ... I didn't know she was white.  Other than 
that, I thought she was Chamorro. (8/3/2005). 

 
Ted appreciated how Lola’s concern about belonging to the family was quickly resolved 

by the Grandma Deding explaining that she is Chamorro because her family is Chamorro 

and Lola accepting her grandma’s explanation without reservations.  Ted explained that 

the story highlights some “cultural aspects but it concentrated on the relationship between 

the grandmother and granddaughter (8/3/2005).    

 
Chamorro Guamanian Neither 

Keeper of the Night  Songs of Papa’s Island 
Endless Summer   
Lola’s Journey Home   
Grandma’s Love   
Isa’s Avocado Tree   
Duendes Hunter   
Dolphin Day   
Figure W: Ted's perceptions of the books 

 

Ted found most of the books to represent a Chamorro voice.  He found Dolphin 

Day and Isa’s Avocado Tree to be compelling stories that exhibited how a particular 

cultural value is carried out within a realistic scenario.  The highlighting of traditional 
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storytelling practices within a modern Chamorro family in Duendes Hunter was 

important because it focused on how certain traditions have remained strong.  Ted found 

that Grandma Deding’s position of authority in Lola’s Journey Home and her family’s 

acceptance of that position as well as the strength of Lola’s relationship with her 

grandmother clearly conveyed a Chamorro perspective on the family structure.  

Similarly, in Endless Summer, the scene where the father, Daniet, is teaching his sons at 

the ranch reminded Ted of his own father and, for him, captured a father’s obligation to 

rear his sons in a traditional Chamorro father-son relationship.   

In contrast, while Ted agreed that Keeper of the Night did capture a Chamorro 

voice, he expressed dissatisfaction with the father’s inability to help his family.  This 

dissatisfaction can be associated with his preference for Endless Summer’s positive 

father-image when Daniet demonstrates how a father’s sense of responsibility can keep a 

family together and help them overcome tragedies (12/28/2008).  Also, Ted also felt that 

Songs of Papa’s Island presented nothing that hinted that it was set on Guam or that it 

was from a Chamorro perspective.  He found the premise of the story and the chapter 

introductions “odd” and weird.  He found the activities they engaged in to be unrealistic 

because they did not include others in their adventures.  In looking at his responses, Ted 

appeared to be making connections with those depictions that illustrated a sense of 

obligation as well as those which explored the family’s dynamic.    
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Mary 

 Like Krystal, Mary had a wide array of home life experiences.  She grew up in an 

extended family in the southern part of the island, living with her parents and one set of 

grandparents during the school week and staying with another set of grandparents at the 

ranch on weekends.  Because of her father’s occupation, Mary occasionally lived off-

island.  When thinking about her own culture, Mary explains that inafa’maolek and 

family are at the top of her list.  She explains that “family” embraces “relationships with 

anybody” and includes religious and philosophical beliefs as well as the behaviors of 

respect, pride and humility.   Mary postulates that cultural values are difficult to explain 

because they are “just there.  It’s ingrained in you.  It’s hard to put into words something 

that you’ve done for [so] long” (1/20/2006).   

Endless Summer 

Mary found little in this story to identify with, stating “it wasn’t as interesting as I 

thought it would be” (12/5/2005).  She had a hard time understanding the significance of 

the story aside from it was about a single father trying to teach his sons life lessons 

(12/5/2005).  Mary explained that her personal response to the book was limited to the 

following thoughts: 

1. A father and his two sons 
2. How they relate to each other 
3. Father teaches his sons lessons in life 
4. Taking care of smaller or weaker than they are  
5. Responsibility or work ethic 

 
She explained that, throughout the story, “my mind kept going off on little tangents or 

getting stuck on things that it really shouldn’t be stuck on.  I don’t know if that’s a good 
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thing or not, [but] I don’t think so” (12/5/2005).  Because she couldn’t connect to the 

story, Mary placed it in the category of Guamanian. 

 Nonetheless, Mary listed a few cultural traits as being noteworthy.  First, Mary 

found the idea that the father was teaching the boys to take care of smaller or weaker 

creatures was an important life lesson.  In addition, she found the family’s fiesta 

preparation interesting because she could make personal connections to it.  Mary 

explained that she was the child who had to catch the pig’s blood when the family killed 

a pig and that the preparation details closely resembled what her grandma had told her 

about how fiestas used to be done “two days before, one week before, everyone would 

come down to Agat and stay at the house, preparing for the fiesta… everybody stays to 

clean up”.  Another family characteristic that caught Mary’s attention was the way the 

boys “were surprisingly close…[even though there was a] competitiveness between them 

every once in a while but you can see that they pretty much do everything together.  They 

don’t leave each other out as much as other siblings would that age. They did everything 

together.”  Finally, Mary explained that she saw the theme of this book was about a 

“father teaching his sons and trying to be there as much as he could” (12/5/2005).   

Dolphin Day 

 Dolphin Day was another difficult book for Mary to classify.  She related to this 

story more easily than to Duendes Hunter but found it just as confusing in terms of what 

perspective it drew from.  Mary admitted that Dolphin Day reminded her of when family 

members would come to visit (12/15/2005) and that her relationship with stateside 
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cousins was similar to that between Frankie and Georgie.  However, she felt that some of 

the depictions were unconvincing:  

The dad was a fisherman… maybe if it had talked about how fishermen only go 
out until the day, [or what] type of fisherman, net, talayeru, rod & reel, or was he 
a diver, then maybe it talked more about the traditional things on fishing or even 
talking about…because it just mentioned some things like certain food. It doesn’t 
really touch on other traditions…where there is enough information to actually 
learn some thing, other than the name of some thing (12/15/2005). 
  

Mary was hesitant to say it was a Chamorro story, explaining “I wouldn’t classify [Isa’s 

Avocado Tree, Dolphin Day or Duendes Hunter] as traditional Chamorro stories or they 

discuss traditional Chamorro practices. … the families in the books are Chamorro but 

that’s pretty much it (12/20/2005).   

When asked if she felt Dolphin Day was a good representation of a Chamorro 

story, a Guamanian story or neither, Mary initially indicated “neither.”  When asked why, 

she explained it was because she couldn’t follow the family connections; the story “threw 

her off” and she was continually trying to link the family members together; she 

explained that those she thought were Guamanian had a connection she could follow 

(1/20/3006).   In the end, Mary admitted that she saw some Chamorro values embedded 

within the story (1/20/2006) so that it might possibly convey a Chamorro perspective. 

Duendes Hunter 

Mary had difficulties in determining whether this literary work was from a 

Guamanian or a Chamorro perspective.  Mary thought that the title “automatically says 

it’s Guam” (1/20/2006) because duendes are Chamorro spirits.  Also, she was reminded 

of her own childhood and of her own relationship with her grandparents; remembered 
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working with her grandfather at the ranch and how her grandmother “loved to tell stories 

about anything and everything” (12/5/2005).    

Some of Mary’s comments on the illustrations provide insight into what she 

considered realistic.  For example, Mary wondered if the family was well-off because 

some of the details were very different from her own experience, citing examples of the 

lantern and the house in general: 

Do they not have electricity?! … that’s the only thing that threw me off, because 
what it is that? I’m like my grandparents would not be using that. 
 
I can understand if this is the ranch kinda house but even at that. [My 
grandparents’ ranch] had electricity and it had running water. I mean yes, it used 
to be an outhouse but they did have actual plumbing.  It’s really sturdy house.  It 
was made of wood and tin but that house … survived Typhoon Pamela 
(12/5/2005).   

 
Mary also made note of the characters’ clothing.  She chuckled at the turquoise, pink and 

yellow color combination of the little girl’s clothes, hoping that they were her “play 

clothes” (12/5/2005).  More importantly, she made a revealing comment on the 

grandmother’s wearing a mestisa: 

If it were like my nana, way back when, she wore one everyday.  Yeah, my dad’s 
mom, she wore one everyday. ...  When she died, my Auntie Josie, my dad’s 
youngest sister who was taking care of her, gave each one of the granddaughters 
one of her special ones she wore for special occasions …But with grandmas now, 
I don’t know anyone close to me… Like my mom’s mom, she wouldn’t be caught 
dead in one (12/5/2005).   
 

Mary’s comment points out the fact that the traditional style of clothing is now generally 

reserved for special occasions and is no longer considered to be everyday clothing. 

At first, Mary thought was the story was Chamorro in nature but a few quirks 

made her conclude that it was from a broader, Guamanian perspective.  For example, she 
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suggested that experiences with the taotaomo’na are not limited to those of Chamorro 

descent.  “Going out to look for taotaomo’na…. Everyone does that … But, the duendes 

is Chamorro folklore.  But, at the same time, [other cultures] have the same thing; they 

just have a different name than duendes” (1/20/2006).  Although Mary did not feel 

comfortable claiming it as Chamorro literature because spirit experiences are universal 

she conceded that was written from a Chamorro perspective because she could relate to it 

so closely (1/20/2006).   

Isa’s Avocado Tree 

Mary felt Isa’s Avocado Tree vacillated between a Chamorro and a Guamanian 

perspective.  On the one hand, Mary found connections that were both realistic and 

personal.  She enjoyed the depictions of the ranch that reminded her of her family 

working together on her grandfather’s ranch (12/15/2005).  Similarly, she appreciated 

how the story reminded her of that feeling of being “almost excited to see what happened 

[during the storm] and [to clean up]” (12/15/2005) and how, through that process of 

surveying the damage and cleaning up, everyone comes to realize that “everything’s 

going to be okay” (12/15/2005).  Finally, she expressed the opinion that “what makes it 

Chamorro is just the family and their working together, just the whole inafa'maolek 

spirit” (1/20/2006). 

On the other hand, Mary thought it was Guamanian because she felt that 

“com[ing] together when people need help … [is an] experience for everyone, not just 

Chamorros” (1/20/2006); she indicated that this helping spirit becomes more prominent 

in people the longer they stay on the island.  As with Dolphin Day, Mary found the 
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absence of clearly developed relationship links distracting, pointing to the fact that she 

had to be reminded of who the character Kiko was in relation to Isa.  In the end, Mary 

admitted that she leaned more towards it being Chamorro because she believed the family 

was Chamorro but remained hesitant because Isa’s Avocado Tree did not incorporate 

traditional cultural practices into the story (12/20/2005).  

Grandma’s Love 

 Mary suggested that Grandma’s Love could be indicative of many cultures.  For 

her, the book could be fall under any of the categories. She pointed out that “other than 

the manginge’ part, if you changed the pictures, the text could be used in other cultures” 

because it had “a grandma teaching her grandchildren about respect and to do well in 

life” (1/20/2006).  She explained that many cultures would have an elder encouraging 

“you need to respect this, you need to that, you need to be a good person” (1/20/2006).   

However, Mary decided that it was Chamorro for multiple reasons.  First, Mary 

was immediately drawn to the illustrations, as shown by her first comment on the book: 

“It reminded me of my grandparent's ranch house.  It's almost exactly, the roof & the 

siding, the windows, all the plants” (12/20/2005).  Similarly, the depictions of the 

grandmother bore a strong resemblance to her grandmother (12/20/2005).  Second, the 

use of the Chamorro language was an important feature and was a strong indicator that 

the story was placed on Guam (12/20/2005).  Finally, the deciding factor was that Mary 

made a strong personal connection with the story:  “What makes it Chamorro for me is 

because it reminds me of what my grandmother might tell me” (1/20/2006). 
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Songs of Papa’s Island 

 Mary found the story to be highly descriptive which led to her responding 

throughout the story with interjections like “Ew”, “Oh my god” and “Stop!” She stated 

that she “felt like I was there” (12/29/2005).  However, Mary quickly added that she 

could not find anything that would “make it unique to Guam... [you] could put it 

anywhere else” (12/29/2005).  She concluded that the book did not present enough of the 

Chamorro culture to convince anyone that the story even took place on Guam. She “never 

really got a sense of [it being situated on Guam].… It could have been any tropical island 

with an ocean and a stream and geckos” (1/20/2006).   

 In trying to find some connection to Guam or the Chamorro culture, Mary 

identifies several images and representations that she felt could have created a Chamorro 

feeling within the book.  

I don't remember if she uses any Chamorro reference words or Chamorro words 
or anything.  … Because even when she's referring to her parents, it's just papa, 
mama.  
 
You can relate it to Guam as far as the natural jungle and the sea but for 
traditional cultural things, I didn't pick up anything on that …It doesn't have 
cultural references to things.  It talks about walking through the jungle or riding a 
bike through the jungle but it doesn't talk about being aware of "taotaomo’na".  It 
doesn't mention anything like that or like before you go in you have to ask 
permission even if it's just in your head [and] not necessarily out loud. 
(12/29/2005) 

 
The absence of these cultural markers led Mary to believe this story was not from a 

Chamorro perspective. 
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Keeper of the Night 

For Mary, Keeper of the Night was written from a Guamanian perspective.  She 

discussed how the story was sprinkled with cultural traditions and details that brought a 

sense of being set in Guam. The major indicators were the  traditional stories, her father 

being a fisherman, Bernadette being a suruhana, and how “life just revolves around 

certain events within the community” (10/24/2005).  She also talked about elements that 

brought a feeling of being Chamorro to the story such as the superstitions and rituals that 

Teresita followed for cockfighting (10/24/2005) and how each family has a specialty that 

they bring to a fiesta (10/24/2005).   

However, the absence of certain cultural details made Mary question if it were 

written from a Chamorro perspective and suggested that including Chamorro beliefs 

about the dead, such as "’you have to wear red’ so that [the dead] doesn't come back to 

bother you.  … [or] rearranging your house or the [house of the] person who passed 

away…if you don’t, the spirit is restless” (1/20/2006), would have made a stronger 

impression on her.  Also, Mary explained that the story was constructed in a way that “I 

can see not just Chamorros dealing with it this way but other people handling it the same 

way… it could be a Guamanian, a Filipino family, a stateside family. The extended 

family would not be as big … but you’d still have the same kinds of relationships and 

dynamics” (1/20/2006).  When it came down to it, Mary decided that it was best to 

describe it as from a Guamanian perspective because Keeper of the Night did not have 

“anything significant” (10/24/2005) that made it uniquely Chamorro.  
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Lola’s Journey Home 

 Mary saw Lola’s Journey Home as a story that highlighted family and how “from 

family you learn everything else” (1/20/2006).  She appreciated how the story focused on 

the notion that Lola’s adoptive family considered her a “part of their family” and was 

“going to teach her the values that they know and the traditions that they know” 

(1/20/2006).  She made a number of personal connections to this story, such as the 

connections to her own family situation, which helped to validate the scenes and created 

a sense of realism within the story.  For instance, Mary appreciated Grandma Deding 

telling Lola that she is a part of the family and that, by that token, she is Chamorro 

because this scenario resembled the feelings that her family had for her adopted cousins.  

Similarly, she enjoyed the family’s response to Lola upon her arrival, “They didn’t make 

a big deal about the fact that wasn’t dark--brown skin, brown eyes.  They just welcomed 

her in, that’s just Chamorro” (12/20/2005). She elaborated further by describing how her 

family includes friends who were accepted by family members and became “family” by 

participating in family functions.        

 Mary also pointed out several details of the story that enhanced both its physical 

and cultural contexts.  The plants in the story reminded her of her grandmother’s yard: 

I was like ‘this house is my house’.  You know I lived with my mom’s parents… 
my grandmother had flowers everywhere. … We had the orchid, the plumeria, the 
hibiscus, the puti tai nobio, we had like everything and anything you could think 
of” (12/20/2005).   
 

She also identified with the story-family’s return to Guam and she mused on how family 

and culture are so interconnected within the Chamorro community:   
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They don’t have family there.  Although there are other Chamorro families there, 
it’s not the same.  It’s not family.  You feel almost like you’re still an outsider.  
They wanted to bring their children back to Guam to learn more about the culture 
and just to be closer to family, to know the relatives (12/20/2005). 

 
Mary also pointed out many rich cultural nuances in the scene where Lola gets sick by 

playing under a tree.   

Like the tronkon nunu,… she was playing around it. Her grandmother told her not 
to play there after six [p.m.] because she would bother the spirits and her mom 
told her to stop playing there all together.  Then she got sick.  That’s because she 
stopped visiting them.  And they had to call the suruhana and she’d burn the holy 
palms and all that.  So, you know, these are things that happen, it’s not like rare 
occasions.  …I see this happen like all the time. … [they author] actually [went] 
into explaining the tronkon nunu and that these are where the spirits live and we 
shouldn’t bother them, we should ask for permission.  And explain[ing] about the 
suruhana and how she helped cure [Lola] from the taotaomo’na (12/20/2005). 

 
Likewise, Mary appreciated the level of detail the author included in the rosary scene. 

How long the rosary lasted and the etiquette that is observed at the merienda after each 

night’s rosary were important details that strengthened the creditability of the story.   

 
Chamorro Guamanian Neither 

Lola’s Journey Home Keeper of the Night Songs of Papa’s Island 
Grandma’s Love Endless Summer  

Isa’s Avocado Tree  
Duendes Hunter  

 Dolphin Day 
Figure X: Mary's perceptions of the books 

 

Mary judged Lola’s Journey Home and Grandma’s Love to be Chamorro in 

nature because the depictions of family closely resembled her own family situation, 

which enabled her to place herself in the story.  However, she felt that too many pertinent 

cultural details in Keeper of the Night were missing to indicate a Chamorro voice; but she 

did concede that there were enough details to provide a sense of place and that the story 
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was located in Guam.  With Endless Summer, she could not make a connection with the 

story but did recognize certain aspects of the story as being relevant to the island; thus, 

she placed it under Guamanian.  Songs of Papa’s Island was deemed to present neither a 

valid Chamorro nor Guamanian point of view because it did not provide any meaningful 

cultural context.  

Mary placed Evelyn Flores’ stories into multiple categories for differing reasons. 

She classified Isa’s Avocado Tree and Duendes Hunter as both Chamorro and 

Guamanian because they included situations—namely typhoons and duendes visits—that 

all island residents have encountered but they also highlighted cultural elements that she 

saw as being fundamentally Chamorro.  Mary was especially distraught by the absence of 

“traditional” cultural elements in Dolphin Day.  For example, she found the omission of a 

clear explanation of family connections so distracting that she could not believe that it 

presented a Chamorro perspective.  These “problematic representations” shed light on 

how Mary was seeking a balance between a setting that depicted Guam and the inclusion 

of cultural elements, especially traditional customs that illuminate Chamorro values.    

JP 

 JP has ancestral roots in both Guam and Saipan.   JP was ma poksai, i.e., she was 

reared by her grandparents and an aunt.  JP was the oldest in her family so she took 

“responsibility for the house chores as well as her sibling” (4/12/2005).  She grew up in a 

very religious household which had an influence on her adulthood.  JP remains close to 

the Catholic Church, serving as a catechist and a lay minister.  In thinking about which 

values she considers important, JP spoke about inafa’maolek, obligations, mamahlao, 
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community, and harmony but also alluded to the importance of the Chamorro language 

(4/12/2005).   

Endless Summer 

Like Ted, JP found Endless Summer to be one of her favorites; she explained that 

she could connect with the boys’ many adventures and that the father’s actions showed 

that he considered spending time together as a family is precious.  JP appreciated that the 

author included the boys in the fiesta preparation because “I don’t see that now” 

(8/4/2005).  In her discussion with Ted about the father “encouraging” his sons, JP 

pointed out that Chamorros tend to encourage experiential learning more with their sons 

than with daughters: “I remember hearing my mom say adahi-hit [“watch out, watch 

out”] but with the boys [she says] Po’lu-ha’ sa lahi [“It’s okay for the boys to do” 

meaning let the boys do it and learn from their mistakes].  So with the boys it’s Po’lu-ha’ 

sa lahi but with the girls it’s ai, ai, ai (8/4/2005).  JP believes that the story presented an 

authentic Chamorro perspective because she could find parallels to her life experiences. 

Grandma’s Love 

 JP’s evaluation of Grandma’s Love appears to be based on the illustrations and 

the Chamorro translation.  Her comments focused on the differences between the English 

text and the Chamorro translation: 

I had to see how they spelled zoo. We don’t even have a “z” in Chamorro.”      
 
 Pago na tiempo and here [pointing to the English text on the same page] it says 
today. 
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“My dear children… love grandma”. [Voice softens as she reads.]  “Guinaiya-ku 
para hamyo means my love for you is very deep. And here [it says] “ I love you 
all dearly” [instead of] always remember that my love for you is very deep. 
 
It’s not the pronunciation or anything. [The difference is in] the way it’s said. 
There’s more feeling to the Chamorro words. Here [pointing to English] “All your 
things” right? But when you say [moves hand to Chamorro passage ] I guana ha 
mu, [it] means “what you have”. That’s the difference between English and 
Chamorro. When you say it in English it’s very plain but when you say it in 
Chamorro the words there’s more into the words (4/26/2005).      

 
While JP focused almost her entire discussion on the differences between Chamorro and 

English, she also identified other images, such as the manginge’, the breadfruit, the 

animals in the illustrations, and the family interacting in different scenes, as being 

culturally significant and representative of Guam.   

JP gave additional insight into what she considered important values or images in 

the book when she said that the scene of Umatac was the least significant because “it did 

not include family” (4/26/2005).   Even though she found two characters distracting in 

Songs of Papa’s Island, JP discerned the image of an adult hugging and comforting a 

child to be culturally acceptable even though “usually in our family it’s two or more” 

(4/26/2005).  She explained that this image testified to the importance of showing love 

and comfort to family members when they are troubled (4/26/2005).  Thus, she found that 

this image held more significance because it depicted family members supporting each 

other whereas the characters in Songs of Papa’s Island were depicted as dating or 

“hanging out” which are usually group activities.   

In short, it appears that JP’s decision that Grandma’s Love presented a Chamorro 

perspective came from the deep meaning she derived from the Chamorro translations and 

from the images that showed family members interacting together.     
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Dolphin Day 

 Interestingly, JP’s comments initially appeared to suggest that she believed 

Dolphin Day was set in a Guamanian perspective.  She pointed out that the images, 

namely the sea cucumber, the boat, the whistle that Frankie made out of coconut leaves, 

and the star apple tree, suggested that “[the story] could happen on Guam” (8/2/2005) but 

she spoke very little about what told her the family was Chamorro or that the story was 

presented in a Chamorro voice.  She spoke about how the differences in child-rearing told 

her where the family came from: “Frankie would get spankings where Georgie gets a 

talk.  [Talking to your child] is really stateside because around here [a child] gets 

spankings” (8/2/2005) and that Chamorro children “would never go out in a boat without 

an adult who knows about the ocean or about boating” (8/2/2005).  However, JP 

indicated that the crux of the story was about the relationships.  The fact that the story 

focused on the relationship between two cousins and how they interacted with each other 

moved the story from a Guamanian perspective to a Chamorro perspective. 

Duendes Hunter 

 JP’s connections to Duendes Hunter resulted in the telling of family stories; she 

shared anecdotes about her family’s experiences with duendes and talked about 

supernatural stories that are set in Saipan (8/8/2005).  In addition, she declared that the 

story seemed “real because it talks about rosketti, bunuelos, fried bananas [and] because 

the duendes legend [is] one of the stories, legends on Guam (8/8/2005).  Finally, JP found 

the “grandmother baking and telling stories because that is how my grandparents interact 

with the children at home” (8/8/2005) to be the most memorable event in the book.  Her 
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conclusion that the story was told from an authentic Chamorro perspective came from the 

author combining two activities, cooking and storytelling, in a realistic yet meaningful 

way (8/8/2005). 

Isa’s Avocado Tree 

 JP indicated that she did not find Isa’s Avocado Tree to be a compelling story but 

did find the story to be realistic.  She saw the book’s theme as being about surviving a 

storm and she appreciated how the people came together during the storm (8/3/2005).  As 

she related this story to her Typhoon Pamela experiences, JP pointed out that her family 

owned a home with a basement and found the depictions of the pre-typhoon preparation 

to be so realistic that both she and Ted began to miss not only the foods associated with 

these storms but also the feelings of camaraderie that the storms created within the 

families and larger communities.  For JP, this story captured an authentic Chamorro 

perspective because it was able to invoke memories of her past experiences as well as to 

create an emotional response so strong that she became mahålang (longed for) for a time 

that is often seen as a difficult experience.   

Song’s of Papa’s Island 

 Although JP and Ted had discussed various books together and had agreed on the 

stories’ perspectives in general, they disagreed in their interpretation of Songs of Papa’s 

Island.  While Ted saw nothing in the story that suggested it was Chamorro or even set in 

Guam, JP found it plausible that the story was set on Guam ”because every time it rains 

in our area in Yigo there’s frogs all over” (8/8/2005).  After they discovered that Ted was 
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basing his decision on his experiences in the South and JP’s came from the north, JP 

realized that their perceptions of reality “depends on where you live” (8/8/2005) and that 

their geographic locations influenced their perceptions of what people would do or what 

people would see.   

They both agreed that the story was told from a statesider’s perspective.  When 

asked if the narrator sounded like a Chamorro, JP emphatically said “No!” (8/8/2005).  

She pointed out that the characters’ actions, such as chasing after the frogs, seemed 

incredulous and that the idea of feeding the fish peas really said “statesider” to her 

(8/8/2005).  In the end, JP did not care for the story because she felt the main emphasis 

was “about saving the frogs” rather than on family and that “growing up, it’s always 

about family” (8/8/2005). 

Lola’s Journey Home 

 JP firmly believed that Lola’s Journey Home presented an authentic Chamorro 

perspective.  She enjoyed the little details like: 

Lola describes dozens of chickens in the yard and the many different trees and 
plants. 
 
All the Chamorro words that was used, e.g. hotno, tronkon nunu, suruhanu, etc.  
Grandma Deding bakes Chamorro pastries for the village market every morning. 
The boys got pissed off [with a] white girl saying: Malaga mu-mu?  
 
What caught my eye was the grandmother taking her to see the hotno (8/1/2005). 
 

These elements convinced her that the story was set on Guam and thus made it a 

believable story.  JP also enjoyed exploring the relationship between Grandma Deding 

and Lola and said that the most memorable parts of the story were the everyday activities 
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that they did together, such as: “feeding the chickens, watering the plants, and walking to 

see the old oven called the hotno” (8/1/2005).   

In addition, she found the depictions of cultural elements, in particular “respect,… 

and the great stories Grandma Deding tells her” (8/1/2005), to be well done and 

believable.  In her conversation with Ted about the cultural elements they found in the 

book, JP stated that she liked that the way “her parents prepared her for the journey 

home” by pointing out that the different customs that Lola practiced, such as the 

manginge’ (8/3/2005), were her introductions to Chamorro culture even before she 

arrived on Guam.  JP also said that the rosary was an important event for Lola to 

experience because “ that's when actually the whole family comes together, that's when 

you see all your first cousins, your second” (8/3/2005).  One of JP’s strongest 

connections happened when Lola was talking to her grandmother about the school kids 

teasing her for being haole; because JP had also been questioned about her fair skin, the 

scene helped clarify what JP’s values about family were.  “Her grandmother goes ‘I'm 

Chamorro so you are considered Chamorro.’  So for me, I believe that what ever family 

you're growing up with, that is who you are" (8/3/2005).   All these meaningful elements 

combined to convince JP that it came from a Chamorro perspective. 

 
Chamorro Guamanian Neither 

Keeper of the Night Songs of Papa’s Island  
Grandma’s Love Lola’s Journey Home  
Isa’s Avocado Tree   
Duendes Hunter   
Dolphin Day   
Figure Y: JP's perceptions of the books 
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 JP’s responses suggest that she focused primarily on the sense of family.  JP’s 

responses to Endless Summer and Grandma’s Love emphasized the closeness of family 

and suggested that the sense of community within the family and the social norms are 

changing. Four books highlighted social practices that encouraged togetherness: the 

cleaning up after the storm in Isa’s Avocado Tree, the storytelling and cooking in 

Duendes Hunter, the development of the cousins’ relationship in Dolphin Day, and Lola’s 

relationship with Grandma Deding in Lola’s Journey Home).   

Although JP praised the many positive representations of culture in Lola’s 

Journey Home, she ultimately decided that the book provided a Guamanian voice.  When 

asked about this change, JP explained that, because the story was about a young 

Caucasian girl who is adopted and brought to Guam, “it would be Guamanian for me” (--

--).  JP credits her living in the northern end of the island and the limited number of 

characters in the story as reasons for why she was believes of Songs of Papa’s Island 

presents a valid Guamanian perspective.  JP’s explanations for judging these books to be 

Guamanian does not carry a derogatory or negative connotation but instead points to 

another valid voice that should be represented in literature.   

Composite Perspective on the Books 

 The teachers all identified specific scenes and events that helped them reflect on 

what was important to them as Chamorros and as readers.  Even when they did not care 

for the story, they were still able to connect with some image that conveyed a hint of the 

Chamorro culture or a sense of the island.   Interestingly, no book was found to be 

completely free of misrepresentation because at least one teacher took issue with some 
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depiction in each book.    The teachers made both positive and negative comments for 

every book.  When taken collectively, the teachers’ perspectives on each book illuminate 

what were the essential elements they were looking for and connecting with in each story.   

The teachers appeared to agree that Lola’s Journey Home was the most authentic 

work in this study.  Their positive comments centered on how it felt like Guam and how 

the family interactions were appropriate.  Most of the teachers commented on how the 

rosary scene was important in creating a sense of realism and was a strong point in 

eliciting personal connections.  The illustrations drew some negative remarks; one 

teacher pointed out how the inconsistencies brought an “unfinished product” feeling to 

the work; others spoke about the awkwardness of the manginge’ picture but suggested 

that it shows Lola’s unfamiliarity with the culture.  Thus, Lola’s Journey Home was 

considered to provide a strong example of what they considered to be a culturally 

authentic Chamorro text.   

 In stark contrast, the teachers did not find anything in Songs of Papa’s Island that 

was a good representation of Chamorro culture. They claimed that it provided either a 

Guamanian perspective or an outsider’s perspective.  Some teachers believed that the 

characters’ interactions with nature were so generic and that the descriptions of the island 

were so vague that the story could have take place on one of many islands.  In short, 

some said that the story was told a stateside Guamanian voice while others did not 

recognize it as a multicultural story but rather as an adventure story set on an island. 

 Keeper of the Night was the story that drew the widest range of responses in 

terms of authenticity.  Some teachers found the story to present an authentic Chamorro 
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voice because they could identify with the characters and the setting.  In addition, they 

appreciated that the story touched on issues that modern society, such as teen pregnancy, 

drugs, dealing with depression, as well as the tension with the military.  One teacher, 

Mary, felt that key representations were missing so she felt it presented a Guamanian 

voice, a story told by someone who knows facts about the Chamorro culture but would 

not recognize the significance of certain small details.  For most of the teachers, Keeper 

of the Night presented a realistic setting that the teachers could visualize and identify and 

provided a story that brought up tough topics.   

Two teachers took issue with Chamorro word choices because they created 

stereotypical depictions (Krystal, 6/14/2006) and indicated that the narrator was “haole” 

(Faye, 10/5/2005).  They also took exception to certain passages that perpetuate 

“inaccuracies” that are derogatory to the island’s people.  In their concluding thoughts, 

both said that the way the story was written was so far from a valid representation and 

that the author should have chosen another narrator.  Thus, for them, Keeper of the Night 

was an inauthentic representation.     

 Endless Summer instigated another split decision. Teachers either identified with 

the story or they did not.  Those who connected with it found the story’s details to be rich 

descriptions of local social events that reminded them of their own experiences growing 

up.  When they were able to make connections with events in the book, the teachers said 

that the story provided an authentic Chamorro perspective.  When they found the 

storyline to be uninteresting or did not find key cultural elements, the teachers said 

Endless Summer presented either a Guamanian or an outsider’s perspective. 
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Grandma’s Love was seen primarily as having a Chamorro perspective.  All the 

teachers agreed that the illustrations were the strongest part of the book. Some said that 

the pictures carried the entire story.  The teachers seemed to appreciate the author’s 

emphasis on Chamorro cultural values and recognized the symbolic importance of the 

grandmother.   They talked about grandmothers being the heads of the family and as the 

person who is responsible for the perpetuation of the Chamorro culture.  Most teachers 

saw Grandma’s Love as an authentic Chamorro text because they had either heard such 

words coming from their own grandmothers’ mouths or they could imagine their 

grandmothers saying them.  While all the teachers connected instantly with the 

illustrations and most found personal connections with the grandmothers, others thought 

the presentation felt “random” or unorganized (Kiko, 5/12/2006) or did not delve deeply 

enough into the meanings behind the values (Faye, 7/6/2005; Eric, 4/11/2006).   

The teachers generally felt that the strongest cultural element in Duendes Hunter 

was its depiction of traditional storytelling being actively practiced in a modern 

Chamorro home. Others mentioned that the grandmother-grandchild bond was another 

important representation.  Their main concern with this book centered around the 

question whether or not it is realistic for a child to go wandering off by herself.  Mary 

explained it best when she said that she could do that when she was younger because 

everyone knew her in the village but did not think that would happen in today’s society 

(12/15/2005).  Thus, Duendes Hunter was deemed to be authentically Chamorro because 

it perpetuated the traditional of storytelling within the grandmother-grandchild 

relationship.   
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The teachers all recognized the resiliency and the caring nature of the Chamorro 

people portrayed in Isa’s Avocado Tree.  They shared stories of their own typhoon 

experiences and explained how these experiences helped them believe the story.  

However, the teachers expressed some concern over specific word choices because, while 

the meaning was understood and appropriate to the scene, the words used by the author 

are not found in a Chamorro child’s everyday language. In spite of these concerns, the 

teachers felt that Isa’s Avocado Tree was authentically Chamorro because it showed the 

giving nature of the Chamorro people.   

The teachers praised how Dolphin Day highlighted key Chamorro cultural values 

within a real-life situation.  They enjoyed the author’s portrayal of how inafa’maolek 

works and the importance of family unity.  They also appreciated the inclusion of Double 

Reef because it is a well known landmark for fishermen and locals alike.  However, as 

with Duendes Hunter, many found the idea of the two boys going on an adventure 

without an adult present to be implausible and unrealistic.  Additionally, some teachers 

talked about how the inclusion of little details, such as more interaction between older 

people and the kids, would have made the story stronger.  In the end, Dolphin Day was 

seen by most as presenting a Chamorro perspective but a few felt that, while it was close, 

the presentation was slightly off so they decided it carried at most a Guamanian voice 

instead.   

 



 325

 
CHAMORRO NOT CHAMORRO 

Respect for elders: Manginge’, spending time with elders 
first (JP, Kiko, Roland. Eric. Dolores) 
 

Modern day Suruhanu (Krystal, Mary, 
Dolores)/Traditional medicinist (Faye) 
Lola getting sick after playing under the nunu tree 
(Krystal, JP,)/Lola sickness caused by taotaomo’na, 
didn’t ask permission (Mary, Eric, Dolores, Kiko) 
 
Language Use:  
Chamorro words: Malago’ mu-mu?, hotno, tronkon nunu, 
suruhanu  (JP, Faye, Krystal, Kiko, Roland) 
Accurate use of language (Dolores, Kiko) 
Use of nicknames (Faye) 
 
Common & familiar images:  
outside stove/hotno (Krystal, Faye, JP); doll named 
Muñeka (Faye); places: Toto (Krystal, Kiko) 
Activities: feeding chickens, watering plants, walking to 
hotno (JP), Lola taking over Grandma Deding’s chores 
(Kiko)  
Food: Bananas (Krystal), guavas, mangoes, coconut, 
breadfruit, lemon, avocados, pumpkins (Kiko), chickens 
(Krystal, JP), Buchi-buchi/ Chamorro pastries (Faye, JP, 
Roland), afok, pugua, pupulu at merienda (Roland) 
Flowers: orchids, plumeria,  hibiscus, puti tai nobio 
(Mary, Kiko) 
 
Skin color does not equal Chamorro, Chamorro actions = 
Chamorro (Mary) 
 
Being a part of a family is more than being born into it 
(Mary, Kiko, Eric) 
 
Extended family greets at airport/gets together when off-
island relatives visit (Kiko) 
 
Family closeness/relatives know each other (Mary, Kiko, 
Dolores) 
 
Rosary/lisayu: whole family comes together, 
rules/expectations for rosary & merienda (Krystal, Mary. 
Roland, Eric, Dolores) 
 
Grandmother-Grandchild relationship (Krystal, JP, Eric) 
 
Grandma Deding’s role in helping Lola find her identity/ 
understand she’s Chamorro/ understand she is a part of 
the family (Krystal, Ted, JP, Dolores)  
 
Grandma Deding teaches Lola cultural traditions, 
values/Family teaches culture (Krystal, Mary, JP, 
Dolores) 

manginge’ not performed right (Kiko, Eric) 
 
 
 
 
 
 
 
Abstractness of image/melding faces (Faye, Krystal) 
 
 
 
 
 
 
 
 
 
 
 
 
 
Funeral “seemed more like Samoa where there’s a 
ceremonial dress (Krystal) 
 
 
 
 
 
 

Figure Z: Perspectives of Lola's Journey Home 
 

CHAMORRO NOT CHAMORRO 
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 Correct animals for the island but no cultural 
significance (Eric, Dolores, Faye, Krystal, JP) 
 
No emotional connection to story, nothing 
comparable to own life (Eric, Dolores) 
 
Character’s actions odd, not Chamorro-like: riding 
through jungle after wild pigs, not asking 
taotaomo’na for permission before entering, saving 
frogs (Roland, Ted, JP) 
 
Generic/flat description of island (Ted, Roland, 
Mary) 
 
No Chamorro words (Mary)  
 
Too few characters, no depiction of family (JP, 
Ted, Mary) 

Figure AA: Perspectives of Songs of Papa's Island 

CHAMORRO NOT CHAMORRO 
 
Father allowed young sons to experiment at ranch, 
to learn from their mistakes (Ted, JP, Mary) 
 
Boys/cousins exploring area (Ted, JP) 
 
Father reminding sons of responsibility to take care 
of smaller/weaker creatures (Mary) 
 
Fiesta preparation/Killing of pig were described 
well (Dolores, Mary, Faye) 
 
Strong description of betelnut picking (Dolores). 
 

Questionable code-switching, e.g. Small na patgon 
hao.  (Faye) 
 
Use of English when Chamorro is expected, e.g. 
boonies instead of halom tano, fruitbat instead of 
fanihi (Faye)  
 
No emotional connection, could not relate (Mary) 
 
 
 
 
 
 

Figure BB: Perspectives of Endless Summer 
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CHAMORRO NOT CHAMORRO 

Eldest child assumes responsibility for younger 
siblings (Roland, Ted) 
 
Chamorro men are strong but prideful (Roland) 
Father’s occupation as fisherman (Mary) 
 
Family support (e.g. Family members do not 
abandon each other, family members will take 
over responsibilities during grieving process (Ted, 
Dolores, Faye) 
 
Closeness of family (Ted) 
 
Included details we normally take for 
granted/things we do not talk about (Dolores, Ted) 
 
Aunt Minerva was a techa (Ted) 
 
Aunt Bernadette is modern-day suruhana (Ted, 
Mary) 
 
Aunties’ personalities exist within the Chamorro 
community (Dolores, Ted, Roland).  
 
Merizo was very well laid out: the description of 
the pier, the houses, the fishing, the way of life, 
the fiesta.  (Roland, Ted) 
 
 Inclusion of traditional stories (Mary) 
 
Life/social calendar revolves around events in the 
community (Mary, Roland) 

 
 
 
Father fell apart, should have kept family together 
(Ted, Dolores) 
 
 
 
 
Aunts called by full given names rather than 
nicknames (Faye, Krystal) 
 
Catholic woman committing suicide while holding 
rosary beads impossible (Krystal, Faye) 
 
 
 
Places: flat description of Tamuning (Roland) 
Tamon is unknown village (Faye)  
 
St. Cletus odd name for Catholic school (Dolores). 
 
Travel between Tamuning and Merizo unrealistic/ 
unbelievable (Krystal) 
 
No diving pool at UOG (Krystal, Faye)  
 
An eighth grader mastering a complicated recipe 
and people asking her to make it for fiesta (Krystal) 
 
Sounded like it should have been Mary Kelly telling 
story (Faye, Krystal) 
 
Word choices: Freezer-burnt ice cream, banana 
plant leaves, sun room, (Faye) 
 
Unrealistic language for a girl Isabel’s age (Dolores, 
Faye)/ untruths about intermarriage/incestuous 
relationships, brown tree snakes, Guam is a suicide 
place (Faye, Ted)  
 
Incorrect steps for making coconut milk (Faye) 
 
Little emphasis on Chamorro beliefs about the dead, 
rituals carried out after death of family member 
(Mary)  
 
Could have been Guamanian family, Filipino 
family, stateside family (Mary) 

Figure CC: Perspectives on Keeper of the Night 
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CHAMORRO NOT CHAMORRO 
Physical depictions of grandma are appropriate: 
teacher is reminded of own grandmother, draws 
comparisons between two, reminded of childhood 
experiences (Eric, Ted, Mary, Roland).  
 
the “islander way of life”: Grandma and grandchild 
in front of the house, slippers, sitting outside 
(Krystal, Kiko, Eric) 
 
Trees and plants are appropriate: breadfruit/lemmai 
(Krystal, Faye, JP, Eric). 
 
Karabao, Fishing, ranch experiences (Faye. Roland, 
Ted, Mary, Kiko) 
 
Respect for the environment = responsibility to the 
environment (Roland, Kiko) 
 
Storytelling: “Come and listen to me” reminiscent 
of oral tradition (Krystal).  
 
Interaction with extended family is emphasized, 
large family size (Krystal, JP, Roland).   
 
Family is more important than possessions or places 
(JP,  
describes some cultural values (Kiko, Faye) 
 
Sharing is important/Love is expressed through 
sharing (Eric, Krystal, Faye, JP). 
  
Simplicity (Ted) 
 
Respect for elders/manginge’ (Roland, Eric, Kiko, 
Krystal, Mary, JP)  
 
Illustrations are strong enough to carry book (Faye, 
Kiko, Eric) 
 
Depth in using Chamorro language (Mary, JP)  

Safe, general descriptions of cultural values, 
traditions (Eric, Kiko). 
 
Chamorro version sounds wrong: too hard, 
exaggerated, illogically organized, no Z in 
Chamorro (Ted, Kiko, JP) 
 
The text is transferable to other cultures (Mary. 
Roland) 
 
 
 
 
 
 
 
 
 
 
 
 

Figure DD: Perspectives of Grandma's Love 
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CHAMORRO NOT CHAMORRO 
Physical features were believable (Krystal) 
 
Landmarks/recognizable objects: Double Reef 
(Kiko, Roland, Faye) 
 
Chamorro words, common nicknames: male’ 
[godmother], Isa & Kiko (Krystal) 
 
Family closeness (Dolores) 
 
Realistic depictions of attitudes, behaviors: parental 
pride in academic achievement (Faye), “Little girl 
had a matrilineal society thing” (Eric, Dolores), 
culture clashes (Eric, Dolores), family getting 
around the table (Eric) 
  
Frankie’s connection with ocean (Roland, Kiko, 
Eric) 
 
Foods: fiesta time, making/eating guyurria (Roland, 
Mary) 
 
Realistic depictions of activities:  
Playing with balate [sea cucumbers] (Krystal, Eric, 
JP); going to the ranch, beach, off-roading, boating 
(Roland, Krystal, Faye, Ted); extended family 
waiting at airport for arrival of relatives/visiting 
with relatives (Faye, Mary, Krystal); sleeping at 
different [relatives’] houses (Ted, Kiko) 
 
Highlights cultural values: Cousins working things 
out/working together, inafa’maolek, Little Girl  
stands up for Georgie, compassion (Ted, Mary, JP, 
Kiko, Roland, Eric, Dolores) 

Not enough context: scant information on Frankie 
(Kiko, Roland), cultural elements or depictions 
limited (Mary, Kiko) 
 
limited presence of older family members (Mary, 
Kiko) 
 
Georgie’s actions: academics (Eric), Georgie was 
unsure of himself because he hasn’t established his 
relationships (Krystal). 
 
Boys taking boat without adults knowing about it 
(Krystal, Mary, JP) 
 
Extended family waiting at airport not common 
anymore (Ted) 
 
“Getting a talking to” is not a normal punishment 
(JP) 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

Figure EE: Perspectives on Dolphin Day 
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CHAMORRO NOT CHAMORRO 

Oral traditions help to share the culture (Dolores, 
Krystal, JP)  
 
Grandma-grandchild relationship (Krystal, JP ) 
 
Provides glimpses of day-to-day activities: grandma 
taking care of grandchild (Krystal, JP) 
 
Food: cooking breakfast, fixing rosketti, bunuelos, 
fried bananas (Krystal, Ted, JP) 
 
Storytelling while cooking (Ted, JP) 
 
Duendes are Chamorro spirits (Mary, JP) 

Little girl hunting duendes alone not realistic 
(Dolores).  
 
Poking fun at the supernatural is not recommended 
(Dolores). 
 
Animals not identified by Chamorro name (JP) 
 
Characters clothes and setting details made her 
question era: no electricity, wearing a mestisa 
(Mary) 
 
Everyone goes duendes hunting so not just a 
Chamorro thing (Mary) 

Figure FF: Perspectives on Duendes Hunter 
 

 
CHAMORRO NOT CHAMORRO 

Character’s names were Chamorro: Isa (Krystal) 
 
Generosity & compassion of Chamorro people 
(Dolores,) 
 
Inafa’maolek: loving and caring for 
neighbors/things (Dolores, JP) 
 
Family helping each other/responsibility/preparing 
for typhoon (Dolores, Ted, Mary, JP) 
 
Family working together (Dolores, Krystal, Faye, 
Mary) 
 
Resiliency, knowing everything will be 
alright/moving on (Krystal, Dolores, Faye, JP)  
 
Reminded of own experiences (Mary, Dolores, 
Krystal, Ted) 
 

Micronesian and Filipino communities also have 
“very extensive family networks” (Krystal,)   
 
Odd spellings, inaccurate wording: Kado stew, 
tatejas (Faye) 
 
Not many houses on Guam have basements 
(Krystal, Faye) 
 
Helping out in crisis is not exclusively a Chamorro 
behavior (Mary) 
 
Familial relationships not well spelled out (Mary) 
 
 
 

Figure GG: Perspectives on Isa's Avocado Tree 
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What is Chamorro about Chamorro children’s literature? 

 
The question remains: “What did the teachers say was Chamorro about the 

Chamorro children’s literature?”  The teachers queried in this study sought out literary 

portrayals that reflected Chamorros as a people.  Their understandings of what conveyed 

the notion of being “Chamorro” were found in the physical settings, characterizations, 

and the narrative voice of the children’s literature they read.   These ideas can be grouped 

into the following categories: Chamorro experiences, notable people, vernacular language 

usage, cultural values and regional geography. 

The first category, Chamorro Experiences, covers those depictions that provide 

glimpses into the life of the average Chamorro individual.  Included in this category are 

everyday experiences that help to illustrate reality for Chamorros, such as spending time 

with grandparents, storytelling, paying respect to elders with the manginge’, and asking 

for permission before entering the halom tano, or boonies.   This category also takes into 

account references to rituals that have deep cultural significance, in particular rosaries 

and fiestas because these are where familial connections are expressed and networks are 

formed or reaffirmed.   Finally, it also includes objects that are seemingly insignificant 

but actually play into a traditional cultural value.  For example, many of the teachers 

talked about the foods included in the illustrations or that were incorporated into the 

written text.  The types of foods contributed to the realism in the story but the presence of 

food was also seen as a symbol for the sharing of resources and the sharing of time.  

Another example is the presence of slippers, or zories, which are commonplace footwear 

among islanders which symbolizes a simple lifestyle.   
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The next category, Notable People, illustrates the types of people that the teachers 

thought were culturally significant.  First, the teachers expected extended family 

members to play a major role in the story.  In their discussions, the teachers described 

how the inclusion and proper depictions of grandparents, cousins and eldest children 

create a sense of normalcy and reality to the Chamorro family unit in the stories.  Next, 

the teachers pointed out the presence of certain characters, such as the suruhana or the 

talayeru (a cockfighter) can strengthen the cultural context.  Finally, the teachers 

emphasized that a Chamorro character is not defined by their looks but rather by their 

actions.  Thus, just as the depiction of Teresita in Keeper of the Night was deemed 

acceptable because her working with chickens showed a sense of simplicity and humility, 

Isabel’s father was not recognizable to many of the teachers because he was a key player 

in guiding the family through their grief.   

Even though the Chamorro language is seen as an important cultural asset, 

“Vernacular language usage” does not refer exclusively to the Chamorro language.  In its 

application, when the Chamorro language is used is just as important as which words are 

used.  Some teachers reflected on how the use of wrong words could either affect the 

sense of realism (such as not using the Chamorro words for animals in Duendes Hunter 

or how using more Chamorro would have been unrealistic for a girl who just arrived from 

the states in Lola’s Journey Home) or confuse the narrative voice (such as using the 

words “sun room” or “freezer-burnt ice cream” in Keeper of the Night).  Finally, they 

considered how certain words could trigger emotional responses or make the scene 
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realistic, such as the detailed description of betelnut picking in Endless Summer or the 

cooking of guyuria in Duendes Hunter.   

The Chamorro teachers commonly referred to traditional cultural values as helpful 

in establishing a sense of community or togetherness (diñana).  The values that the 

teachers identified with and lauded their inclusion in a story were: inafa’maolek, 

inagofli’e’, respetu, simplicity, mamahlao, faith and family. The teachers emphasize the 

importance of values as a key element in connecting to the past as well as their way of 

life and their way of thinking.  But at the heart of their discussions, they deliberated on 

how these collective values make Chamorro a unique culture.     

Finally, the last category, Regional Geography, addresses how geographic details 

injected a sense of realism to the story.  The teachers often pointed out that certain plants 

reminded them of their childhood home or their grandparent’s ranch and that only certain 

animals are native to the island.  A few teachers deliberated on how the depictions of the 

ocean or the hills helped establish a story’s setting.  They elaborated on how the use of 

recognized place names and well-known manmade establishments (e.g. latte stones, 

military bases or restaurants) were important in orienting the story.  This category focuses 

less on the traditions and practices of the Chamorro culture and more on the setting that 

conveys that it is a place that Chamorros inhabit.   

So, in summary, what did the teachers say was specifically Chamorro about  
 
Chamorro children’s literature?  A reasonable inclusion of: 
 

• Chamorro experiences like:  what to do in the boonies/halom tano, boonie 
experiences, paying respect to elders, preparing for typhoons, food, rituals 
associated with food and church, storytelling/oral traditions 
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• Notable people such as grandmothers, suruhanas, cousins, extended family  
 

• Vernacular language, especially commonly used words and words that are 
appropriate to specific age groups 

 
• Cultural values such as: inafa’maolek, diñana, inagofli’e’, respetu, simplicity, 

mamahlao 
• Regional geography: appropriateness in describing plants, animals, ocean & 

place names 
 
The significance of these findings is described in the next chapter. 
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CHAPTER 8: DISCUSSION, IMPLICATION, RECOMMENDATIONS FOR 
FURTHER RESEARCH, AND CONCLUSION 

  

This study highlights how nine teachers of Chamorro ancestry read books set in 

their island, compared the lives in the stories to their own lives, and became aware of 

how their culture was presented to readers.  In this chapter, I provide an overview of the 

study and then summarize the findings in terms of the three research questions.  Finally, I 

discuss how these findings have implications in the fields of multicultural children’s 

literature, reader response and Pacific literature.   

The purpose of this study was to look at Chamorro teachers’ responses to 

contemporary fiction books that feature a Mariana Islands setting as a way of exploring 

cultural authenticity within a recently emerging genre of children’s books.  I was 

interested in exploring what facets of the Chamorro culture they identified with and what 

artifacts, images or depictions within the texts and illustrations reflected the lived 

experiences of the Chamorro people.  I was particularly interested in looking at how these 

cultural markers influenced their reading experience and the teachers’ sense of the island 

and the Chamorro culture.  The three questions that guided this study were : 

A) What cultural connections do Chamorro teachers make with the 
children’s books from Guam? 

B) What cultural values do these teachers identify as the core values from 
these cultural connections? 

C) What are the teachers’ perspectives on how these books depict 
contemporary life in Guam and the core values of the Chamorro 
culture? 

 
As a way to frame this study, I relied on reader response and transactional theory 

as well as Pacific literary theory.  Reader response and transactional theory were 
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important because each invited the readers’ lives into the reading process and encouraged 

them to consider how their lives and culture were reflected in the story.  In addition, my 

framework was further shaped by two similar Pacific literary theories that illuminated 

how the teachers’ responses constituted culturally-based literary criticism.  The 

conceptual frameworks of mana tama’ita’i  (Marsh, 1999) and feutagai (Hereniko & 

Schwartz, 1999) provided a lens through which I could examine how their responses 

reflected their connections to their reality as well as helped to explain cultural norms and 

values.    

Summary of Methodology 

 
 This qualitative case study explored the responses of nine Chamorro teachers to 

stories that are set in their island.  These participants were purposefully selected to 

encompass a variety of lived experiences within the Mariana Islands in order to capture a 

wide range of cultural expectations.  Succinctly, there were five women and four men 

involved in the study with at least two participants having resided in one of the three 

geographic regions of the island.  Over the course of the study, the teachers read and 

responded to a set of eight books that presented a variety of character types, settings, and 

social issues related to the island of Guam.    

Data was collected from the teachers from two different venues: a professional 

development course on children’s literature and individual interviews.  Interviews and 

literature discussions served as primary sources of data for this study.  The interviews 

were semi-structured using open-ended questions.  Biographical questions were asked in 

order to develop a sense of the person as well as to discover how they practice their 
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culture and which practices they valued.  The literature discussions were also semi-

structured conversations using open-ended questions.  Each discussion began with the 

teachers’ initial impressions of the book and of the main characters prior to exploring 

their thoughts about the depictions of culture within the stories.  Follow up questions 

focused on particular points or ideas that emerged from the conversations and covered the 

topics of literary quality, personal connections, cultural images and their impressions of 

the story as a depiction of their island and their culture.  These interviews and discussions 

were audio taped, transcribed and were given back to the teachers to review and to 

provide them with the opportunity to verify or clarify their comments.  Participant 

generated artifacts, in particular written reflections, their Chamorro cultural value 

models, and comparative tables that resulted from a Generative Theme Connections 

(Short, 2004) exercise served as secondary data that correlated or elaborated upon ideas 

that emerged from the primary data.    

Using constant comparative analysis (Glasser & Strauss, 1967), the teachers’ 

responses were examined for recurring themes, concepts and words that focus on the 

participants’ personal connections with the books, their interpretations of culture, and 

their perceptions of the portrayal of the Chamorro culture within these books.  For the 

first research question, the concepts and ideas were developed from iterative readings of 

the entire data set of teachers’ responses.  Because the second research question focused 

on cultural values, the category codes were drawn primarily two particular data sets, the 

Chamorro cultural values models that resulted from their Generative Theme Connection 

activity and their biographical interviews in which they were asked to describe what 
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traditions they practiced in their homes.  Iterative readings were then conducted of the 

full data set in order to further develop the categories and to determine themes.  For the 

final question, data analysis was comprised of two analyses.  The categories from the first 

phase of analysis were derived directly from the teachers’ comments and work on a 

comparative chart at the end of their discussions.  First, each teacher’s comments were 

dealt with individually where each teacher’s set of cultural values became the categories 

for their individual discussions.  Next, I looked across the set of responses to see where 

the teachers’ comments converged or separated with the various representations.  In the 

second phase, the analysis began with two predetermined categories (Chamorro & 

Neither) but was later expanded to include another category that the teachers defined 

through their actions and discussions, Guamanian.  So rather than looking simply at what 

these teachers saw as authentic/inauthentic representations of Chamorro culture, analysis 

for the final question explored their comments for what they saw as authentic 

representations of Chamorro culture, what representations they saw as being valid for 

other cultures in Guam, and what representations were inauthentic to either. 

Discussion of Findings 

What Connections to the Chamorro Culture do These Teachers Make to the Books Set in 
Guam? 

 
  Reader response studies have highlighted the idea that when readers “read 

themselves” within a story that the reader has the opportunity to consider his or her place 

in the world.  The studies with readers from parallel cultures emphasized the idea that the 

interpretation a person makes during a reading experience is influenced by that 
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individual’s cultural identity.  Additionally, these studies also suggested that when a 

reader encounters characters with similar life and cultural experiences some cultural 

validation occurs (Smith, 1995).  This study adds to that body of reader response 

literature by presenting how nine Chamorro teachers used their culture to connect to the 

stories they read.  In their connections, these teachers emphasized the ways their cultural 

understandings are reflected, honored and maintained in the stories they read about 

themselves.   

The connections the teachers made drew attention to the ways in which they 

attempted to use their knowledge about the Chamorro culture to make sense of the stories 

they read.  Each teacher’s cultural knowledge provided a framework from which they 

could connect to the stories.  The resulting interpretations encouraged them to consider 

how their traditional knowledge has been applied to modern ways of life and, in some 

instances, prioritize what was important to them as Chamorros.  For these teachers, the 

representations of family, Chamorro identity, and survival were important features that 

helped them to “read culture” (Smith, 1995).    

Family constituted the broadest and most complex category of connections.  For 

these teachers, the concept of family was what defined the Chamorro experience.  As a 

result, family became the initial cultural construct with which they used to enter into a 

story (Brooks, 2003) such as when Mary attributed her inability to experience Endless 

Summer to her confusion over family dynamics or how Kiko prefaced many of his 

comments with an anecdote about his family.  Family members also constituted a 

powerful point of reference in their personal connections.  Each teacher made 
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connections to one character or another by comparing them to a parent, sibling, or cousin.  

These connections allowed the teachers to interpret the story or use their family members 

as points of comparison to see if a certain characterization felt realistic.  By using their 

own family members as entryways into these stories, the teachers in this study were all 

looking to see if the family members in the books were people that they might see in their 

grandma’s house (Woodson, 2003).   

These teachers not only used their family as a frame to make textual 

interpretations but it also became a frame through which they thought about cultural 

expectations regarding behavior and responsibilities.  The comments that Dolores, Ted 

and Faye made about Isabel’s father (Keeper of the Night) reminded me of the 

conversations Brooks’ (2003) participants had about African-American parental figures.  

On one hand, the responses that Ted and Dolores made about the father shirking his 

duties mirrored the students’ discussion about the absence of Jamal’s father (Walter Dean 

Myers’ Scorpions, 1988).  On the other, Ted and Faye’s responses represent the range of 

opinions that the teachers had over this characterization.  These responses were similar to 

those expressed in the conversation that Brooks’ students had over Jamal’s mother’s 

behavior.  While Brooks’ findings painted a picture of the parental responsibilities within 

the African American community, the teachers in this study were able to lay out their 

cultural expectations that a Chamorro father is always a strong presence in his children’s 

lives, as evidenced by Dolores and Ted’s comments, and that he has a support network 

for those times when he cannot perform his duties, as Faye pointed out.  In contrast, they 

appreciated the father in Isa’s Avocado Tree because he was shown as helping his 
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extended family but still had time for Isa.  They also had an easier time identifying with 

Aunt Bernadette and Isabel (Keeper of the Night) because these characters fit in with 

their cultural expectations.  Similarly, they dismissed Georgie’s improper behavior 

because he was still learning.  In these instances, the teachers’ interpretations of the 

characters were based upon their cultural knowledge as they expressed in their comments 

over Isabel’s father.  Thus, the characterizations were embraced when they mirrored the 

teachers’ experiences but were reconsidered when the characters’ actions did not fit into 

the teachers’ expectations about behavior.     

Similarly, the teachers’ connections to the grandmother characters drew attention 

to the importance of family elders within their family structure.  For all the teachers in 

this study, grandparents were seen as caregivers or as culture bearers (Pereida-Biehl, 

1998).  In thinking about how the characters helped their grandchildren to learn about 

their island, the teachers acknowledged that the grandparents’ role was to “resolve 

problems of self identity… and promote cultural continuity” but also to help the child 

learn to function in mainstream society and still practice their culture (Kanell, 2000, pp. 

67, 75,77).   

Brooks (2003), Guzman-Trevino (1996), and Harada (1998) highlighted the 

dynamics and meaningful relationships that develop among members of extended 

families in their respective parallel cultures.  This study provided some perspectives of 

the dynamics and relationships that exist between members of the extended Chamorro 

family.  Throughout the study, these teachers emphasized that interacting with extended 

family members were a normal part of the contemporary Chamorro experience and that 
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some of these relationship were directly related to their cultural identity.  First, the 

teachers explained how grandparents, aunts, uncles, cousins, reared siblings, and family 

friends were expected to be involved in the everyday activities not just special occasions.  

Second, they pointed out that grandparents and the eldest child each held some 

childrearing responsibilities within the Chamorro culture.  Finally, their comments about 

the cousins’ relationship in Evelyn Flores’ books as well as their personal stories that 

featured cousins as playmates indicated that there is a special relationship that exists 

between Chamorro cousins and hinted at its importance in fostering that sense of family 

and interdependence.   In these instances, the connections illustrated their interpretations 

that the Chamorro family is an integrated network whose members actively socialize with 

and support one another.  

The two remaining categories of responses did well to demonstrate their sense of 

the challenges contemporary Chamorros face.  In “Identifying Chamorros,” the teachers 

tackled the struggle of defining Chamorro.  It was interesting to note how the teachers’ 

responses reflected the community’s struggle over who is Chamorro.  On the one hand, 

their responses showed they had an expectation of what physical characteristics  a 

Chamorro individual would have (e.g. olive or dark skinned, dark hair, brown eyes, broad 

shouldered or robust built).  On the other hand, they expressed what language, behaviors 

and attitudes would reflect a Chamorro upbringing.  When these two expectations 

contradicted each other, the teachers struggled to bring them into balance.  Their struggle 

highlighted the fact that Chamorros have an ethnic stereotype but that most Chamorro 

readers preferred a character who acted appropriately over one who looked the part. 
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In the theme of “Survival”, the teachers revealed the reality of living on an island 

is not idyllic.  They spoke about how Chamorro children have been conditioned from a 

young age on how to prepare for inevitable tragedies (natural disasters or loss of life) and 

how families come together to overcome them.   They also revealed how the Chamorro 

community has endured challenges to their cultural traditions as a result of outside 

influences.  Their comments highlighted those elements and details within the stories that 

nodded back to Chamorro traditions or that signaled to them that the Chamorro culture 

has survived through adaptation or by resistance.   

In placing this study back into the discussions of reader response, multicultural 

children’s literature, and Pacific literature, the teachers’ comments reinforce what other 

scholars have found about readers reading their own literature.  In this study, these 

Chamorros looked for evidence of themselves within the stories.  They used their 

personal and cultural understandings to make sense of what they read.  At times, they 

were challenged by their encounters with themselves.  But more importantly, these 

teachers demonstrated the great need for stories that highlight the uniqueness of the 

Chamorro community.    

In terms of multicultural children’s literature and Pacific literature, these teachers 

shed some light on how the contemporary Chamorro culture should be reflected in 

literary form.  By their comments about what worked well or what did not meet their 

expectations in the stories, these nine teachers began to lay a foundation of what elements 

or factors (Sims, 1983) appeal to Chamorro readers.  As their comments showed, they 

instantly connected with family situations and dynamics that reminded them of their own 
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family.  The teachers enjoyed characters that were generous, helpful, cooperative, 

unpretentious, respectful, and that appeared to place value in the family.  These character 

traits explained why they appreciated Aunt Bernadette (Keeper of the Night), Lola and 

Grandma Deding (Lola’s Journey Home), and Nana and Little Girl (Duendes Hunter) but 

had trouble connecting with Aunt Minerva (Keeper of the Night) and found Georgie 

(Dolphin Day) perplexing.  They also appreciated those elements that showed how they 

live on their island, such as the helping practices and family togetherness in Isa’s 

Avocado Tree and Lola’s Journey Home or the storytelling in Lola’s Journey Home and 

Duendes Hunter.  For the teachers, these elements helped to illuminate ways in which the 

Chamorros have managed to keep their cultural traditions strong and viable. 

While the positive comments might imply that Chamorro readers may find 

themselves within any children’s book that includes extended family relationships or that 

touch on island life, the negative comments and disconnections provide stronger evidence 

for the need to publish culturally specific or culturally conscious (Bishop, 2003) stories.  

The teachers’ disconnections with Songs of Papa’s Island illustrate how stories with 

universal themes (family relationships) or with familiar island settings (beach, sea, 

jungle) were not sufficient factors for the teachers to clearly see themselves and instead 

caused them to question whether or not it was about them.  In contrast, those stories 

which incorporated cultural nuances into the setting or had the characters acting 

appropriately within their social situations drew the teachers into the story and 

encouraged them to see reflections of themselves.  While Chamorros may be considered 

Pacific Islanders or grouped under the term Asian/Pacific Islanders within the field of 
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children’s literature, these teachers demonstrate that their culture contains a uniqueness 

that could not be completely reflect in other people’s stories (Moore, 1990). 

The tenets of Pacific Literature emphasize that this genre should illuminate a 

Pacific Islander’s reality in light of colonization.  While the books’ foci did not allow for 

conversations about colonization, the teachers’ comments provided hints of the 

challenges the Chamorro people face in maintaining their cultural roots in the midst of a 

changing society.  Their comments about storytelling, manginge’, simplicity, food, and 

family highlight cultural rearticulation within the Chamorro community (Perez, 1997).  In 

other words, they show how the contemporary Chamorro community is striving to 

maintain those practices that are culturally meaningful to them and how these practices 

inform them of their cultural identity.  As such, the teachers saw the continuation of 

storytelling and the sharing of traditional tales as important tools for conveying culture to 

younger generations (Indalecio, 1999; Kanell, 2000).  Similarly, their comments about 

manginge’ and simplicity shed light on the threats they see to their cultural practices and 

their comments on family and food highlighted ways in which they see the culture 

maintained through everyday practices.  These teachers’ comments demonstrate that one 

reality the Chamorro community faces is an internal struggle to maintain the practices 

that have helped the culture to survive and revitalize those practices whose importance 

are being challenged by outside influences.  In other words, the teachers revealed that 

stories that highlight the tenacity or resiliency of the Chamorros were important themes 

that conveyed their reality.  This connection gives further proof to the need for culturally 
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conscious stories because it again points out that certain stories can only be told from the 

perspective of that culture.       

As mentioned earlier, reader response research point out that a readers’ 

experiences, feelings and cultures are validated when they “read themselves” in a piece of 

literature.   In various ways, the teachers used their cultural and personal backgrounds to 

respond to the stories and these influences guided their interpretations.  Interestingly, 

these findings provided examples of how Chamorro teachers used their cultural and 

personal knowledge to guide their readings but also revealed ways in which culture 

guided their responses.  Their responses reflected how culture is personal.   

The teachers’ responses mirrored those of in-service and preservice teachers 

(Colabucci, 2004; Mathis, 2001) in that they found greater significance in the books 

when they were able to personally connect with the stories.  The teachers made life-to-

text connections (Colabucci, 2004) when they pointed out characters that resembled their 

family members, situations that reflected their cultural values, and images that captured 

cultural nuances in such a way that it brought depth to the story.  For example, their 

comments about family drew attention to how the principle of inafa’maolek dictated a 

Chamorro’s actions, expectations and behaviors, illustrating how the even the smallest 

actions of a character are steeped in the group’s cultural values and social expectations 

(Kelley, 2008).  In contrast, the teachers expressed concern or confusion when they 

encountered a portrayal that sat outside their realm of understanding, from Eric 

wondering if he had ever eaten pineapple ice cream to Mary’s concern over the treatment 

of adults in Dolphin Day to various teachers trying to settle where Lola fits in their 
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definition of Chamorro.   Their text-to-life connections (Colabucci, 2004) revealed their 

thoughts about the importance of cultural practices and ways in which they were taking 

action to preserve traditions that are threatened by change.  Their responses showed that 

their culture was an important part of their meaning-making processes.   

Within this study, some of the teachers would share family stories whenever they 

connected with a story.  This type of response coincides with Colabucci’s (2004) finding 

that the story elements in her preservice teachers’ responses hinted at the ways in which 

they had personalized the stories they read.  It also coincides with Stoicovy’s (2000) 

determination that Chamorro children employed response strategies and literacy 

processes (e.g. retelling and offering verbal or non-verbal encouragement) that 

emphasized helping one another because they were consistent with the cultural value of 

inafa’maolek.  While the students in Stoicovy’s study used retelling as a way to 

collaboratively make sense of what was going on in a story, the Chamorro teachers in this 

study appeared to use retellings of their life stories as a way to frame their understanding 

about the Chamorro culture and then to apply this understanding to the book under study 

(Colabucci, 2004).    

While Stoicovy’s study introduced the idea of culturally relevant strategies, 

Castro (2006) provided threads of thought which ties together the Chamorro practice of 

telling stories— especially family stories— with these response techniques.  In his 

reflections on art as dialogue, Castro explained that Chamorros share stories as “an act of 

remembering, recalling and revisiting histories of lives so that the present moment will 

illuminate the meanings of those past events and will also give new meanings as these are 
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revealed and made relevant in the present moment” (p. 71-72).  Basically, storytelling is a 

part of a process that establishes “the collective environment that provides strength, 

reassurance and acceptance …of its members” (p. 71) and provides a framework through 

which any new information is interpreted.   

Smith’s (1995) discussion of how two of her students naturally fell into a 

“cultural habit of call and response” when interacting with African-American literature 

reminded me of the way some of the teachers shared their thoughts.  Smith’s point that 

responses mirror cultural patterns of communication alerted me to the possibility that 

some teachers may have been employing another culturally derived response technique.  

During the professional development class and our subsequent conversations about the 

books, I was intrigued by the fact that Dolores appeared reserved and offered very few 

comments during class discussions but was more animated in private discussions, actions 

that I had attributed to her being a reserved person.  Similarly, some of the teachers 

preferred to make their comments privately to me rather than as part of a group, actions 

which I had attributed to their busy work and home schedules as well as their discomfort 

with an unknown process.  It wasn’t until Kiko preferred that I not tape our last 

conversation when we talked about Chamorro cultural values because he wanted to keep 

his cultural understandings as private as possible did I realize that the teachers may 

actually have been adhering to acceptable patterns of communication, as dictated by 

inafa’maolek, so that they could respond to the stories.   

By looking at their responses from the cultural perspective of afa’maolek, 

Dolores’ restraint from conversation can be seen as actively showing her “consideration 
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of others” by not speaking (Cunningham, 1992, p. 86).  By that same token, the teachers 

choosing to hold private conversations may have on one level been done to ease their 

own discomfort over the possibility of sharing something personal but, on another level, 

they may have also been removing themselves from conversations that could lead to a 

confrontation about cultural values, another observation of inafa’maolek (Cunningham, 

1992, p.86).  Unfortunately, the amount of data presented in the study does not allow me 

to make a longer discussion nor to draw any conclusions.  However, it was an 

observation that was worthy of mentioning because it brings to light possible differences 

in response styles between Chamorro children and adults which could have implications 

for intergenerational reading experiences or literature discussions with Chamorro adults.  

 

What do the Teachers Identify as the Core Values from these Cultural Connections? 
 

Traditional literature has been long recognized for its ability to highlight and 

teach about the cultural values of a particular community.  In a similar fashion, 

contemporary realistic fiction reflects the life (with all its social expectations and cultural 

nuances) of another person or people.  Just as traditional literature illuminates the 

traditional beliefs, behaviors and philosophies of a root culture, contemporary realistic 

fiction should highlight the cultural values that are endorsed by its modern members and 

illustrate how these values translate into acceptable actions and behaviors within 

contemporary society (Kelley, 2008).  In this study, the teachers revealed that the 

concepts of inafa’maolek, family, faith, respect, manginge’ and mamahlao created a 

sense of the modern Chamorro cultural value system within the books they read.  
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For these teachers, manifestations of inafa’maolek in the stories were expected 

occurrences rather than just appreciated ones.  Throughout the study, each teacher 

provided numerous examples of how this value became a defining feature in their reading 

experiences.  For example, many of the teachers saw Dolphin Day and Isa’s Avocado 

Tree as allegories for inafa’maolek (meaning taking care of one another).  Roland 

suggested that Keeper of the Night was about Isabel’s family trying to regain that 

harmonious sense of inafa’maolek after her mother’s death.  Also, the teachers talked 

about the responsibilities that Chamorros have to their extended families and how 

participation in daily activities and special events show their commitment to this family 

network.  Collectively, their responses stressed the importance of this value’s foci on 

cooperation and interdependency (Cunningham, 1992).   

While they explained how inafa’maolek was linked to expected behaviors of the 

Chamorro individual, the teachers talked about how the concept of family was important 

in helping them to understand the individual.  The teachers demonstrated that family is 

the basis for everything in their lives.  They revealed that most Chamorros hold two 

senses of themselves, a private identity that is understood within the context of the family 

and a public one that is linked to the larger network of extended family members, and 

that their behaviors are linked to one of these identities.  Along those lines, the teachers 

anticipated encountering characters interacting in group situations but also expected the 

story to contain some reference that outlined the relationship between the characters.  

Their discussion of cousins revealed that they are “the ones who know all the things you 

know” (Krystal, 12/28/2008) and by going through the same experiences that cousins are 
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equipped to provide advice, guidance, physical assistance, and/or emotional support.  In 

sum, the teachers illustrated how family is important because it emphasizes to the 

individual that he or she is a part of a group and is never alone.  

The teachers held certain expectations about the attitudes, behaviors and actions 

that the characters exhibited or engaged in.  By articulating these expectations, they 

helped to stress the importance of certain “codes of conduct” (PSECC, 2003)— 

in particular faith, respetu, manginge’, and mamahlao—to their sense of culture.  These 

teachers articulated that faith incorporated precontact philosophies with Christian values 

and rituals.  In the chapter on cultural connections, the section on “Survival” was replete 

with examples that showed how faith manifests itself in religious observances or in 

actions that showed inagofli’e, or the belief that everything will be fine (Kiko, 

3/12/2008).  As stated previously, faith was important because it connected their present 

lives with their past and with the unknown.    

Similar to their comments on inafa’maolek, these teachers emphasized that the 

concept of respetu was never to be taken lightly.  For them, this value of respect pervades 

every aspect of life and guides many of their everyday actions and decisions.  These 

teachers explained that respect manifests itself in various ways such as bringing someone 

a drink, obeying parents, being attentive to a family elder’s need, or taking care of nature.  

The teachers appeared to focus on how the various acts of respect encouraged a person to 

humble him- or herself by focusing on another and honoring the differences of authority 

or rank (Dept. of Chamorro Affairs, 2003; PSECC, 1996).  
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While they did point out different forms of respect, the teachers paid the closest 

attention to one particular manifestation, the manginge’, and expressed appreciation for 

its inclusion in the stories.  Interestingly, its presence in the stories often led the teachers 

into reflecting on the current state of certain Chamorro customs and their role in 

preserving these traditions.  For them, the manginge’ was the epitome of respect because 

it not only constituted honoring community elders but was also seen as a symbol of 

reciprocity where one person humbles him or herself before another so that the latter 

might share his or her knowledge or skills (Mary & Ted, 12/28/2007).     

While they spoke about how respect was a guiding force in their behaviors, the 

teachers also demonstrated how mamahlao affects a Chamorro’s interactions with others.  

The teachers pointed out how Teresita (Keeper of the Night) and the presence of slippers 

in Grandma’s Love exemplified Chamorro desire to lead a simplistic life.  In addition, 

they revealed that a person practices mamahlao when his or her actions reflect an 

understanding that one person’s actions can affect another family member’s image or 

self-esteem.  Basically, their comments stressed mamahlao discouraged egotistical 

tendencies and promoted modest and humble behaviors.  

By talking about their personal cultural understandings, the teachers revealed 

what they felt were important Chamorro cultural values and how various representations 

reflected or challenged these values.  While each teacher placed priority on one value or 

another, collectively they demonstrated that those values that emphasize community 

remain an important part of the Chamorro culture.  If the mark of quality realistic fiction 

is that it “is so true to life” that a reader believes it to be real (Hancock, 2004), then for 
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the Chamorro readers in this study, “true to life” was developed by the adherence to or a 

thoughtful exploration of the cultural constructs of family, inafa’maolek, faith, respect, 

mamahlao and manginge’.   

One issue that caught my attention was how the values the teachers selected and 

spoke about in this study emphasized their Pacific identity.  Their comments suggested 

that even after over one hundred years of American governance and almost five centuries 

of European influence, the Chamorro people still identify with parts of their Pacific 

heritage.  In their discussions about the Chamorro culture, the teachers emphasized 

working together, reciprocal arrangements and cooperation over individuality and 

personal achievement.  In their talk about the stories, they appreciated those elements that 

highlighted an individual’s understanding of his or her place in a collective (e.g. family, 

village, or community).  Likewise, they appreciated characters who understood the 

importance of the extended family and who brought to the stories an understanding of 

cooperation and respect as it is practiced in a Pacific context.  In sum, these teachers 

demonstrated that they still closely identified and found relevance in those attitudes and 

beliefs that encourage community over individuality (Cunningham, 1992).   

Similarly, this Pacific sense of identity influenced their expectations of how a 

conflict should be resolved or how people should interact with each other.  For instance, 

those who read Dolphin Day recognized that Georgie and Frankie’s conflicts could end 

only when the cousins realized that they are family and that by working together that they 

would be able to survive.  They found a similar resolution was embedded in Lola’s 

Journey Home with Lola reflecting on how Grandma Deding helped Lola to understand 
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her place in the family.  Conversely, this attention to community also suggests why the 

teachers may have had problems connecting with Songs of Papa’s Island and why they 

were split in their comments over Keeper of the Night.  The absence of family members 

in Songs of Papa’s Island and Isabel’s choice of sport (high diving) in Keeper of the 

Night each hinted at a sense of individuality rather than the collective.   

I found this revelation of Pacific identity personally satisfying because it shows 

that the Chamorro culture has not yet succumbed to the loss of culture foretold by 

scholars in the 1970s and 1980s.  Van der Poel (1973) warned that the propensity of that 

generation’s youth to see high paying jobs as a status symbol could lead to a change in 

cultural values from mutual interest to personal benefit.  Similarly, Underwood (1987) 

opens the conclusion to his study on Americanization of Guam’s Chamorros with  

In the 1980s, the Chamorro people of Guam are frequently described and 
projected as the most Americanized of all groups of Pacific Islanders associated 
with the U.S.  They have been seen as trying to be more Americans than 
Americans and, as a consequence, cannot adequately or accurately even describe 
their identity and culture (Buruma, 1985)   

 
before discussing how the institutions of Church, state, and school have promoted or 

hindered the acculturation of Chamorros to the “American way of life”.  As a way of 

concluding their studies, both van der Poel and Underwood commented that unless 

changes were made to the social structure of the island that the Chamorro culture would 

soon be lost.  In this study, these teachers were able to articulate their insights about the 

Chamorro culture by situating them within their personal contexts.  Their comments on 

the books revealed that they were able to not only identify, but also to articulate, how 

certain images symbolized the Chamorro cultural value system or how some 
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representations triggered a connection with traditional values.  While this study takes 

place only one generation after these warnings were made, the participants in this study 

not only were able to describe what constituted Chamorro culture but they also expressed 

an understanding of the tenuous state of these values.  In this sense, the teachers were 

able to show how they could still find themselves within the stories (Brooks, 2006) and 

these reflections of themselves were still partially rooted in those values reported by pre-

war anthropologists.   

This issue of Pacific identity has direct relevance to multicultural literature and to 

Pacific literature.  The teachers’ ability to point out how cultural values are represented in 

the book’s plot, setting, characterizations, and themes helped to outline the Chamorro 

“design for living” (Kelley, 2008).  Basically, the teachers’ comments provided insights 

into the Chamorro sense of reality and how this reality guides the actions and behaviors 

of the characters.  Their comments demonstrated that the Chamorro people have not 

discarded their Pacific identity but rather have continued to embrace it (Flores, 1999).   

In addition, the teachers illustrated how these books not only provided reflections 

of themselves but were also tools through which they could strengthen their identity.  Just 

as Flores (1999) explained that artforms (e.g. dance, music, body adornment) “draw upon 

an ancient Chamorro past in ways which become meaningful in contemporary terms”  

(p. 261), these teachers demonstrated how literature encouraged them to think about their 

cultural identity, especially how traditional values helped to develop their modern 

identity.  They explained how the values of family and inafa’maolek were instrumental in 

the way they thought not just about themselves but also the way they interacted with 
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others.  In a similar manner, they spoke about how respect and mamahlao were important 

considerations in their acceptance of the different characters.  

Certain events or images in the stories, such as the manginge’, also prompted 

them to reflect on their role in preserving or sharing the Chamorro culture (Court & 

Rosenthal, 2007).   Their consideration of the different representations and their 

embedded cultural meanings provided glimpses of how Chamorros have remained 

actively engaged in acts of cultural rearticulation and reinvention of Chamorro identity 

(Perez, 1997).  They also demonstrated how children’s literature can become powerful 

tools in this rearticulation process.  

By sharing their thoughts about what they considered to be core cultural values, 

the teachers also shed light on the idea that culture is not a homogenous entity (Bishop, 

2003; Sanchez, 2001; Smolkin & Suina, 2003).  The teachers demonstrated how each 

value can be interpreted in multiple ways, proving that culture is not a checklist of 

images, beliefs or attitudes but rather a complex matrix of experiences (Bishop, 2003).  

They demonstrated how the value of inafa’maolek would take on different manifestations 

based on the situations and relationships presented in each story.  By articulating the 

differences between this value’s interpretation as maintaining harmony and its meaning 

of taking care of each other, the teachers provided some insight into the nuances of 

inafa’maolek.  Here, the teachers demonstrated how a single value can have multiple 

interpretations and that each interpretation is dependent upon the circumstances 

surrounding the situation or upon the person’s attitude towards the event.   
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Another example of within-group diversity was found in the teachers’ talk about 

family.  The comments and connections they made illustrated how, even when they 

shared the same value, the level of importance they placed on it or the meanings behind 

the concept differed slightly.  Despite all the variations they presented, the teachers 

ultimately agreed that the underlying meaning of family was that it provided them with a 

group of people who could assist them in making life decisions or in carrying out the 

decisions once they were made.  With regard to respect, the teachers demonstrated how 

respect is carried out in different ways and how each act has its own meaning.  Basically, 

the importance of these teachers’ talk about cultural values lay not only helping to make 

the connections between the characters’ actions and the values the teachers practiced but 

also in capturing the dynamics and complexity of the values themselves.   

This complexity of a cultural value adds to the discussion on authenticity by 

highlighting that a cultural value cannot be limited to one manifestation or one meaning 

because values are comprised of a range of meanings which are then translated into an 

array of representations.  When students of children’s literature are introduced to the 

concept of cultural authenticity, part of that introduction usually includes a checklist of 

ways to evaluate for stereotyping.  As I learned from my own experience, this checklist 

can lead a student into thinking “so, what are the correct representations for this culture 

or that culture?” and “What should be included on my own culture’s checklist?” This line 

of thinking can lead that person into think linearly in terms of how to evaluate the work.  

In conducting this study, I became more aware of how that mentality can lead to a 

superficial understanding of a culture—even when that culture is your own.   



 358

In this study, the teachers demonstrated just how complex the Chamorro culture is 

and how minute details could trigger a connection to an attitude, behavior or custom.  

The teachers also demonstrated how these details or elements within the stories acted as 

prisms that illuminated the different layers of cultural values.  These “cultural prisms” 

illuminated the dynamic nature of a value system.  For example, as the teachers talked 

about how certain practices were changing, they focused on the modernization of the 

Chamorro culture and how these practices reflected the changes in orientations. These 

prisms also revealed that a cultural value has different manifestations that are dependent 

upon a situation, such as the way the teachers pointed out the characters were practicing 

inafa’maolek by getting involved in some stories or by maintaining their silence in others.  

Finally, they highlighted how cultural values cannot easily be viewed in isolation because 

they often feed into each other, such as in this study when the teachers could only explain 

the values of inafa’maolek, family and respect in terms of the others.  The teachers in this 

study demonstrated in numerous ways that cultural elements helped to draw out the 

nuances of the values or principles that govern a particular community and that these 

principles are complex entities that cannot be reduced to a checklist because iterations 

exist and these iterations only make sense within their respective contexts.   

This realization gives new strength to the idea that an individual must have an 

understanding of a culture’s practices and the values that guide these practices in order to 

properly evaluate a book for authentic representations.  By undertaking this study, I have 

a better grasp of why the authors of these checklists caution that these lists should not be 

treated as a final deciding factor for a culture.  These checklists only scratch the surface 
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of a culture.  Even when an article expands on these checklists to offer suggestions of 

what types of representations should be included, article space may not allow them to 

delve deeply into the different nuances that exist nor the way these nuances are translated 

into elements in the story.  Rather than using them as guidelines for evaluation, these 

checklists should be seen as a teaser or a sampler that encourages its readers to 

investigate which cultural practices are valued and to explore the range of meanings 

attached to them.  It is in investigating these cultural values and exploring the different 

ways a community carries out these principles that we can begin to grasp the unique 

ideology that a cultural group has developed (Kelley, 2008).  Thus, students of children’s 

literature (by which I refer to both the informal scholar as well as those engaged in 

rigorous scholarship) should be encouraged to develop a grasp of how a community’s 

system of values are interconnected so that they can begin to comprehend the way that a 

community’s unique ideology shapes its behaviors and practices.  Then, that student will 

be better able to find those stories that will open other readers up to a truly universal 

human experience (Bishop, 2003).   

Going back to the idea of within-group diversity, this study also provides support 

for increased production of multicultural literature.  The teachers’ varied explanations of 

the Chamorro cultural values demonstrate the need to widen the array of available stories 

for any one culture.  Since each story is able to capture one small portion of the 

Chamorro way of life or bring insight into one nuance about the culture, each story 

reveals a little more about the culture.  In this study, eight stories acted like a teaser that 

whetted the teachers’ appetite for more stories that highlighted how their culture was 
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practiced.  If these eight stories served as an introduction to a culture that is shared by 

less than 200,000 people, then it seems naïve for publishing companies to believe that a 

few stories each year could adequately capture the cultural experiences of one group.  

Instead, these findings demonstrate that culturally significant stories beget the desire for 

more stories and more stories are necessary if we are to begin to appreciate those 

differences that make up the human experience within our own communities as well as 

beyond our borders (Kelley, 2008).   

What are the Chamorro teachers’ perspectives on how these books depict contemporary 
life in Guam and the core values of the Chamorro culture? 

 
The teachers’ comments about the books ranged from “This is too real… you 

can’t make this up” (Kiko) and “Excellent” (Roland) to “I didn’t feel anything from it” 

(Eric) to “This is Guam?!” (Ted) and “That’s so far-fetched” (Krystal).  Not surprisingly, 

the teachers held different opinions of which books represented their culture and which 

ones failed to do so but what was more interesting was the fact that they all had differing 

reasons for why they felt a particular work met or failed to meet their expectations for 

cultural portrayal.  By elaborating on how the depictions in contemporary realistic 

children’s books fit into their personal concepts of Chamorro culture, the teachers 

provided a range of valid interpretations that helps lay down the foundation for authentic 

representations of modern Chamorro culture.   

 A close examination of a range of literary works from a cultural group provides 

insights into how that community sees themselves, what values they believe in and 

adhere to, as well as “reveal[s] the distinctive features of [their] body of literature” 

(Bishop, 2003, p. 30;  Nodelman, 1997, Pantaleo, 2001).  Just as Nodelman and Pantaleo 
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wrote about Canadian expectations of authentic Canadian literature, the teachers in this 

study demonstrated that four characteristics, namely Chamorro experiences, notable 

people, use of the vernacular language, cultural values and regional geography, were 

particularly useful helping them see themselves in the stories.   

 These teachers provided insights into what commonplace experiences captured 

the essence of the Chamorro culture.  These commonplaces mostly revolved around the 

everyday sights, sounds and events that Chamorros experience living on an island (e.g. 

playing with siblings and cousins in the halom tano or being reared by grandparents).  

Other common experiences revolved around special events which did well to highlight 

the obligations and expectations that Chamorros hold in relation to these events.  

Additionally, the teachers pointed out what types of characterizations seemed realistic for 

a member of the Chamorro community. 

They found the most notable characters were those that reminded them of people 

they knew.  By highlighting how grandparents, aunts, uncles and cousins were an 

important part of their own lives, the teachers showed how the sense of reality within 

these stories were increased by portrayals that touched on the camaraderie and tensions 

that exist within an extended family structure.  The teachers pointed out how a 

character’s actions were directly tied into the believability of the character, such as the 

mother in Songs of Papa’s Island being labeled a statesider because of her concern over 

frogs and Lola’s inability to speak Chamorro was acceptable for someone who lived off-

island.    
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Finally, the teachers appreciated those instances in which the characters and the 

events established a sense of community or highlighted a family’s togetherness.  For 

example, the teachers were drawn to those values that focused on cooperation or 

community rather than those that emphasized individuality.  They pointed out how 

inafa’maolek (taking care of one another or interdependence), diñana (togetherness), 

inagofli’e’ (believing or trusting that everything will be alright), respetu (respect), 

simplicity, and mamahlao (shame, humility) were expectations that they grew up with 

and were important features of the Chamorro way of life.  In other words, for these 

teachers, the “distinctive features” of the Chamorro culture included those characters that 

reminded them of their families and communities as well as experiences and depictions 

that honored their relationship with their island home.   

While the above discussion illustrates that commonly held traditions and ideals 

embodies a cultural group’s system of beliefs, Bishop (2003) warns that no formula or 

checklist can be created for culturally authentic works for that community because “there 

is much within-group diversity” (p. 30). Smolkin & Suina’s (2003) study of Arrow to the 

Sun demonstrated how this diversity occurs on a larger scale when it pointed out the 

connection between a culture’s history, its ideology and its sense of authenticity.  Just as 

Smolkin & Suina’s study illustrated how this diversity influences ideology at the 

community level, the teachers in this study demonstrated how this phenomenon happens 

on a personal level.   

Even though the values they chose to describe the Chamorro culture were similar, 

the way the teachers arranged these concepts and the meanings behind them differed.  
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Inevitably, these personal cultural understandings surfaced in the teacher’s approaches to 

the stories, such as when Roland described the idea of Lola being adopted as 

unbelievable but Mary found it to be “so Chamorro.”  Their connections provide 

examples of how readers’ individual experiences shade their cultural understandings and 

these personal cultural understandings are what they used to make sense of the stories 

(Strong-Wilson, 2008).  

In placing this study back into the discussion of multicultural literature and reader 

response, the teachers’ opinions about the stories help to reveal the complexity of culture.  

This study captured the fact that within each culture lie differences and commonalities 

and that both are important factors in understanding cultural authenticity (Bishop, 2003). 

The teachers revealed that the proper incorporation of Chamorro experiences and values 

with notable character types and recognizable settings became a true and identifiable 

embodiment of the Chamorro culture.  For them, Lola’s Journey Home was the epitome 

of a Chamorro story because it had, in Krystal’s words, “just the right amount” of culture 

to be authentic (Howard, 1991) as well as a universal story (Bishop, 2003).   

The teachers also revealed that personal interpretations of culture exist as some 

teachers embraced a characterization or praised some literary elements while others 

raised concerns or condemned portrayals in the same book.  Along these lines, Keeper of 

the Night was the most contentious story where the two most avid readers in this study 

condemned it for its inauthentic voice and stereotypical representations of culture but 

other teachers accepted the story because they saw semblances of Chamorro community.  

In this story alone, the teachers emphasized the fact that differences in upbringing leads 
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to diverse cultural understandings which, in turn, leads to different opinions about its 

believability. 

 One idea that jumped out at me as I thought about this connection between 

representations and believability is how authenticity is described as “being true.”  This 

concept of “being true” can be misleading because of the word’s link to binary logic.  

What I mean is that we need to be careful not to discuss the concept of authenticity in 

such a way that it leaves the impression that “authentic” is an “either/or” situation where 

an object, such as an element or a depiction, can have only one of two outcomes—it is 

either right or it is wrong.  This type of false assumption makes it easy to see how 

publishing houses can justify producing limited numbers of multicultural books.  Using 

this way of thinking, a company that publishes one book that is seen by members of that 

community to be a “true” account has fulfilled their duty of promoting multicultural 

perspectives.  However, the fact that many multicultural groups have clamored for more 

stories about themselves demonstrates that this way of thinking about “true” is 

insufficient.    

When talking about authenticity, we need to emphasize the fact that “true 

representation” is actually nebulous.  It is more than an “either/or” situation because 

cultural norms are based on cultural values that are expressed in multiple ways and 

change over time.  In this study, the teachers had differing opinions about the books’ 

believability or authenticity.  Their opinions and comments not only demonstrated that 

they held different personal interests but they also conveyed that they had different 

understandings of culture.  Individually, the teachers held opinions of which depictions 
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effectively conveyed the essence of being Chamorro and which ones provided subtler 

hints at the culture that were understood by some but missed by others.  They also 

acknowledged that some depictions conveyed another cultural perspective on Guam 

while others were just inaccurate.  Collectively, the teachers pointed out how small 

details can convey or conceal the nuances of culture.  In doing so, they demonstrated how 

the either/or perception of truth becomes ineffective with regard to authenticity.   

Perhaps it would be best to adopt a paradigm about truth similar to the one used in 

courtrooms.  In courtroom proceedings, each person is asked to tell about an event as he 

or she saw and understood it to be.  This approach assumes that each person has filtered 

an event through what they have already experienced and what they believe into their 

sense of the truth.  It is also built on the assumption that each person has their own sense 

of “truth” and does not necessarily negate one over another but rather searches for the 

truth that underlies individual truths.  Isn’t this what Bishop purports?  By understanding 

that there are differences in cultural understandings, we will be better equipped to 

experience what these differences mean and better receptive to how they reveal the full 

breadth of cultural authenticity (Bishop, 2003, p. 30).   

Thus, instead of asking “what is authentic for this culture?” we may be better off 

asking “What are the boundaries of authenticity for this culture?”  This approach captures 

the fact that a culture is comprised of a number of different types of personalities and that 

members of this community may have encountered an array of experiences or subscribe 

to a range of beliefs.  By reorienting our question we are then opening ourselves to the 
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diversity that is found within each culture and to the ideology that governs that 

community.   

One notable drawback to this type of orientation is that it complicates the idea of 

authenticity.  But is that necessarily a bad thing?  It may reignite the question of whether 

or not imagination or careful research is enough to create a credible representation, but I 

suspect that question shall be revisited anyways.  This complication encourages new 

research.  By this, I mean it encourages the responsible literary artists and scholars to 

delve deeper into a culture and to think more broadly about what the behaviors say about 

their system of values in order to build their understanding of that culture.  With this 

orientation, an author would develop a better grasp of the range of reasonable personality 

traits, cultural expectations or actions that a character of that culture should hold.  

Inevitably, the author is still in control of which representations are used.  But, by 

understanding the array of authentic depictions, he or she holds a better chance of 

creating a realistic character or, in those cases where he or she chooses to include a 

stereotypical image, be able to develop the character so that it articulates why that 

particular archetype, based on its cultural nuances, was necessary to the story’s 

development.   Similarly, in the case of the children’s literature scholar, this orientation 

encourages the researcher to be vigilant to changes in culture because these changes may 

influence the boundaries of authenticity.  Thus, it opens up new avenues for research 

because the issue of authenticity would require regular evaluation of cultural traditions to 

uncover changes in ideology or in the way these values are practiced.  It is only when we 

recognize that culture is dynamic that we can begin to comprehend the complexity of a 
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group’s way of life—whether that culture is our own or it belongs to someone else.  

When we can experience that our differences are what make us unique and what make us 

the same, we are better able to appreciate the universality of our human existence.  And 

that is the beauty of cultural authenticity. 

Implications and Further Research 

 
 The study focused on how Chamorro teachers responded to books set in Guam as 

a way to understand what types of connections to culture they would make.  The findings 

related to their connections to culture illustrate how these Chamorro teachers have used 

their personal lives as a template upon which they could examine the stories.  The 

findings about Chamorro cultural values demonstrated how the meanings within cultural 

elements (e.g. physical objects as well as characters’ actions or behaviors) are rooted in a 

culture’s system of beliefs and are further defined by an individual’s personal 

experiences.  Finally, the findings focusing on the portrayals of the island and culture 

revealed how the individualistic nature of culture leads to an array of cultural 

understandings and these, in turn, lead to differences of opinion about the believability of 

a story.  Because these findings demonstrate some of the intricacies of cultural 

representations in realistic fiction, this study has implications for teachers and educators 

as well as to the scholarly fields of reader response, multicultural children’s literature, 

literary criticism, and Pacific literature.     

Implications for Educators 
 
 This study has direct implications for teachers and librarians who work with 

multicultural literature as well as with those who work with members of this cultural 
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group.  On the surface level, it provides teachers and librarians with guidance for book 

selection or lesson planning on the island of Guam by shedding light on some of the 

topics or issues that the Chamorro community finds important or relevant as well as 

illuminating what representations of the island and its people were significant.  It also 

helps those who work with Chamorro students by providing them with suggestions of 

what types of stories members of this cultural group would identify and connect with.  In 

sum, this information may help those unfamiliar with the Chamorro culture or the people 

of Guam to make more informed choices when selecting books about the island or its 

people.   

On a larger level, this study does well in demonstrating that readers home in on 

the subtleties in a cultural depiction rather than merely connect with the cultural image.    

This attention to the subtleties solidifies the idea that teachers and librarians cannot 

assume that the inclusion of an image associated with a particular culture or people is an 

indication that it is a cultural story or that it creates the appropriate cultural context.  

Instead, this attention to detail requires teachers and librarians to understand what exactly 

makes the culture unique and what images, representations or attitudes that that group 

consider to be the bare minimum in conveying that sense of culture.   In other words, 

educators must develop knowledge of the meanings behind the cultural markers or 

cultural elements in the story.   

Scholars of multicultural children’s literature have purported that the essence of 

cultural authenticity lies in the way its values are presented and defined within the story 

(Smolkin & Suina, 2003; Mo & Shen, 2003; Kelley, 2008).  This study provided one 



 369

example of how a value system manifests itself in various ways under different 

circumstances.  For teachers and other educators, the importance of this point lies in its 

connection to the books they share with their students.  While the physical details might 

be what initially draw a reader to a story, it is way the cultural values are portrayed 

through these details that creates the story’s meanings.  Thus, it is necessary for teachers 

and librarians to not only recognize the physical culture but to understand the value 

system of any culture and how variations exist within this system of beliefs.   

This study emphasized the fact that stories are not just an object of diversion but 

they are a reflection of someone’s life.  Teachers must understand, and effectively convey 

to their students, that stories are an expression of a person’s (or people’s) attempt to 

understand of the world (Adams, 2004, p. 56).  Somewhere along the way, stories have 

become a conceptual abstraction so that the teaching of literature seems almost like the 

teaching of a meta-literature.   By this, I mean that somehow educators have focused the 

teaching of literature so that it is seen less as an exploration of what it means to be human 

and more of an examination of what is literature.  In using literature to teach the process 

of reading, teachers may have unconsciously shifted the focus of reading literature away 

from communicating a message to demonstrating a mastery of skills.  By encouraging 

students to deconstruct a story into its literary elements without incorporating the story’s 

meaning into their personal contexts, teachers may have inadvertently suggested that the 

importance of a story lies not in its message but in its construction.  This orientation 

allows a story to “just be a story” rather than a method of touching another person’s life 



 370

through words.  If teachers focus primarily on the abstractions of literature, then students 

may not see its relevance to their lives (Adams, 2004).   

Teachers must therefore reorient their teaching of literature so that the emphasis is 

on a story being a reflection of a life rather than a concept or topic that the literature 

happens to talk about.  The teachers then become better poised to help their students see 

how literature is a way to read about life.  In doing this, the teachers and the students are 

better able to see that multicultural literature is not just a story set in another culture but it 

is a reflection of another person’s life and that will help them in bridging between the 

culture of their lives and that of another culture.   

Another implication that results from this study is related to response techniques.  

After realizing that the teachers may have been using silence as a way to respond to the 

books, I began to wonder if there were times that these teachers were in fact responding 

in a culturally appropriate way rather than being shy or reserved with their comments and 

more importantly, how can I tell the difference between when the two?  This question 

leads to two consequences for educators.  First, it encourages more action research be 

done with respect to culturally-derived response styles within the classroom.  Second, it 

serves as a reminder that teachers should learn about and understand the cultures of their 

students.  In understanding some of the intricacies of their respective cultures, educators 

are then better able to identify when a student may be acting appropriately according to 

cultural norms and when that individual needs to be encouraged to join in the 

conversation.   In addition, teachers will be better able to design lesson plans or use 

techniques that work well within the group’s cultural norms. 
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Implication for Teacher Education 

This study suggests a few implications for teacher education, in particular the 

teaching of multicultural children’s literature and cultural authenticity.  These two issues 

are difficult concepts to grasp for many teachers (both preservice and in-service teachers) 

because it requires them to stretch their sense of reality in ways they did not know were 

possible.  In teaching this concept to preservice teachers, I have used strategies in which 

my students experienced how stories can be interpreted differently based upon the 

readers’ perspective and backgrounds.  I also have been known to have my students pour 

over text sets from different cultures, encouraging them to dig through these cultural 

stories to try to discern what cultural values were being conveyed.  We engaged in 

discussions over how literature reflects, conveys and teaches the social values of a 

community.  As a way to drive home the idea that literature and identity are connected, I 

have had students create personal text sets that highlighted who they were.  These text 

sets captured glimpses of their lives, pointed out what ethnicity or cultural groups they 

belong to, and outlined what they believed and were passionate about.  After thinking 

about their connections with the stories they chose and the reactions that the teachers had 

in this study, I now wonder just how many of them found that one story where they 

identified with it so completely that they felt that the story was, in the words of Kiko, 

“too real … you can’t make this up” (8/1/2006).  In other words, did they ever find that 

representation of themselves, that expression of their true identities? 

Children’s literature shares stories about life.  As teacher educators, we have 

taken measures to have our students experience various worlds—whether they are 
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fantastical realms, ecological systems, or different cultural communities—to demonstrate 

that these books have so much to offer in telling about the world we live in.  We have 

invited them to experience life through other people’s eyes but in what ways have we 

invited them to experience their own lives in the books?  I admit that I have inundated my 

students with literature that reflects multiple cultures or diverse viewpoints and pushed 

them to understand that stories are powerful vehicles in informing us about the world and 

about ourselves.  What would happen if I reversed polarities and encouraged them to see 

that literature tells us about ourselves and what the world knows about us?  

As mentioned earlier, in order for literature to influence a reader, it must have 

some relevance to the reader’s life (Adams, 2004).  In the case of multicultural literature, 

how much relevance will a teacher see in the story and reality of another culture if that 

individual is not sure about his or her cultural identity (or even recognizes that he or she 

has a culture)?   This study suggests that teacher educators should encourage their 

students to explore their personal cultural identities as a way to scaffold their learning 

about the nature of culture.  In this study, both the teachers and I went through our 

respective explorations of our cultural identities: the teachers by reading the children’s 

books and me by reading anthropological literature of the Chamorro people.  Each 

method of exploration gave us insights into ourselves which helped us to understand what 

we were seeing and experiencing.  These same methods can be brought into teacher 

education for use with multicultural literature.   

One difficulty in teaching the issue of authenticity within any cultural literature lies 

in getting across the cultural stories are expressions of the cultural consciousness of a 
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community or people (Patai, 2002 in Al-Hazza & Bucher, 2008).  Teacher educators need 

to develop strategies that encourage their students to understand that what people think, 

say, or do are somehow tied to their sense of culture (ethnic, local, regional, national or 

any combination of the four).  In this study, the teachers were asked to design their own 

model of culture based on those concepts they personally practiced and believed and 

compare the stories against these models.  In the children’s literature classroom, having 

students create their own models of culture may be useful in getting them to think of 

themselves as cultural beings because the student must articulate what principles and 

traditions he or she values, thereby personalizing the notion of culture so the student is 

better able to see that the stories should be reflective of their life.  Alternatively, teacher 

educators should engage students in the exploration of their personal cultural identities by 

encouraging them to read ethnographic studies about their community or by examining 

the region’s folklore and contemporary stories for hints of what they value.  By 

articulating their own system of values and by examining what others have written about 

their respective culture, students may better understand that the images of culture within 

these stories are physical manifestations of that group’s cultural values.   

  Teacher educators should provide experiences in which their students examine 

reflections of themselves and their culture in children’s literature.  I have found in my 

experience in teaching children’s literature that some of my students were reluctant to 

critique literature because the process seemed foreign or unfamiliar to them or because 

they felt they did not have the authority to make definitive statements.   In this study, the 

process of comparing the stories against the stories of their own lives gave these 
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Chamorro teachers the language and the authority to make literary assessments.  Having 

students read about their own cultures starts them on familiar ground because they are not 

approaching a story trying to simultaneously experience the story and discern what are 

the social norms or expectations of the culture because they have already lived it.  With 

this familiarity, they are able to draw upon their personal experiences and what they have 

been taught in order to develop the language they need to express their understanding and 

their questions about stories from other cultures.  By encouraging students to make the 

link between cultural stories and personal identity, teacher educators demonstrate how 

literature is a reflection of reality (the character’s reality as well as their own) and that 

they can look to their life experiences and their cultural understandings as the basis for 

their assessments.     

This process of evaluation is just as useful when examining literature of parallel 

cultures.  By encouraging students to read and evaluate cultural stories from one 

particular community after examining their own, the group is better equipped to develop 

an understanding of the commonplace representations for that culture as well as to 

explore the breadth of valid depictions.  Bishop (2003) explained that by examining 

stories of a single culture that an individual begins to develop a sense of what is true for 

that community as well as experience the complexity of the culture.  Just as the teachers 

elaborated on how various images of respect, inafa’maolek, and familial cooperation and 

support were important to the proper representation of contemporary Chamorro culture, 

those education students who immerse themselves in the examination of contemporary 

stories of one culture will uncover the commonplace representations of that group 
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(Diakiw, 1997).  In other words, teachers should be encouraged to explore multicultural 

literature by first immersing themselves in the stories of their own cultures to discover the 

relationship between images of culture, the community’s ideology and a sense of realism 

and then extend upon that experience by exploring the stories of parallel cultures.  

By adopting this method, teacher educators will be encouraging students to move beyond 

comparing a literary work against a checksheet to developing a sense of authenticity that 

is rooted in that community’s system of values and truths.  In this way, teachers and 

teacher educators are better equipped to evaluate a work from the perspective of the 

culture in question rather than rely upon their own ideologies or perceptions of that 

culture. 

Implications for the Publishing Industry 
 

The findings in this study also have implications for the book publishing industry.  

The teachers’ collective comments revealed what types of stories and what types of 

characters they were looking for in their reading experiences.  They also outline what 

were acceptable or expected representations of their island and its people.  Because 

Chamorro literature is still in its beginning stages, this study provides regional entities 

(authors, illustrators, publishers, governmental and non-profit agencies) interested in 

developing this region’s literary canon and national publishers with some guidelines over 

culturally significant themes and issues so that they can develop a culturally relevant 

literature.  

On a broader level, the teachers’ comments provide strong evidence of how 

universal themes or common topics in multicultural literature are not enough when 
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members of a specific cultural group are trying to “find themselves” in their reading 

experiences.  Thus, their comments illustrate that a strong need still exists for the 

publication of more culturally specific stories.  Moreover, this study also points out that 

the books published need to reflect the diversity that exists within a cultural group.  

Publishers must come to understand that publishing one type of story for a culture group 

carries the same message as saying all [put your cultural group here, e.g. Chinese, 

Japanese, Native American, Hawaiian, Chamorro] people look alike.  All in all, it is a 

very stereotypical and naïve stance.     

This point suggests that changes in the handling of cultural manuscripts need to 

be made so that a broader range of stories may be published.  While I do not have a 

definitive answer that would overhaul the publishing world, I do see existing strategies 

that may offer some improvements.  For example, publishing houses could adopt the 

marketing strategy of soliciting opinions from focus groups that incorporate members of 

the culture presented in the book as well as members of the general public.  By using 

focus groups, publishers would get feedback on how well members and to non-members 

can relate to a story.  This strategy may slow down production times but it may create 

better product.   

Another strategy is for the small publishing houses or presses to re-invent their 

public image from an alternative to the larger corporations to a company that caters to a 

niche market.  By doing so, these publishing houses would build their reputation for 

providing a better quality product (culturally-specific books) than their “big-box” rivals 

and draw authors to them.  While many small publishers presently provide better quality 
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products to niche markets, publishing with the larger corporations still seem to hold more 

prestige.  By reinventing their image, these small presses may become the literary 

equivalent to fashion boutiques with smaller production runs but with more unique 

choices that become the prototypes for the larger corporations.  

Implications for Scholars: Literary Criticism 

The teachers’ appraisals of the stories also have implications for literary criticism.  

In this regard, the way the teachers’ critiqued the stories merits attention.  As they were 

sharing their thoughts about the structure of the stories and which cultural elements they 

felt increased the believability of the story, each teacher inadvertently became a literary 

critic in their own right.  Not surprisingly, Krystal and Faye, both avid readers, critiqued 

the way the literary elements were held up or brought down by the cultural icons or 

cultural markers incorporated into the story.  In other words, they engaged in a critique 

that focused on the aesthetics of literature.  On the other end of this spectrum, Kiko, who 

early on shared his reservation about participating in this study because he was not good 

at literary critique, represented the literary critic advocated by Heriniko & Schwartz 

(1999).  Almost like a Samoan “talking chief” who mediates between cultural traditions 

and the author’s message, Kiko often clarified the connection between his personal 

stories and the scenarios in the stories by explaining which cultural belief or custom was 

invoked in his reading and the importance that belief or custom holds within the 

Chamorros community.  Thus, these teachers demonstrated that a fuller sense of a story’s 

power and capabilities can be drawn out by engaging in different types of critiques 

(Bishop, 2003). 
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 Traditional literary criticism focuses on the art of literature.  Just as Faye and 

Krystal demonstrated in their comments, literary criticism encourages the reader to look 

at the way language is used to invoke an emotion or to convey a meaning.  It looks at the 

way characters are developed in such a way that the reader can sympathize, empathize, or 

somehow relate to that “person.”  It also pushes the reader to look at how symbolism 

creates reflections or distortions of society so that it causes that reader to think about his 

or her own society.  In doing all these things, literary criticism encourages the reader to 

enjoy the beauty of language and of storytelling.  By examining these connections, we, as 

producers, evaluators, and consumers of stories, gain an understanding of what makes a 

quality story that celebrates the power of language.    

Cultural criticism, on the other hand, persuades the reader to focus on the way 

manifestations of culture construct the story.  In doing so, it encourages the reader to 

consider the beauty and the complexity of the culture.  Even though he expressed 

discomfort in his role of literary critic because of his limited literary experiences, Kiko 

felt completely adroit in explaining the cultural manifestations in the stories because he 

did have multiple cultural experiences from which he could draw.  By using his culture to 

frame his readings, Kiko based his decisions about which constituted a good book by 

how the cultural elements helped to create a story that reflected something that he had 

experienced his whole life.  Basically, while Krystal and Faye’s criticism outlined how 

the symbols and characters were used to craft a story, the one employed by Kiko was 

helpful in revealing the cultural meanings and innuendos that made up these symbols; in 
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other words, it critiqued the aesthetics of culture in the story (Hereniko & Schwartz, 

1999; Bishop, 2003).   

As Bishop (2003) asserts in her reframing of cultural authenticity, literature 

should be examined from different paradigms of criticism.  This study demonstrates some 

of the merits of opening up a piece of work to literary critiques using different paradigms.  

Both types have much to offer the field of literary criticism.  Traditional literary criticism 

does well in demonstrating the levels of skill and artistry that the authors and illustrators 

use in their storytelling by unveiling the meanings behind the symbols and characters.  

Cultural criticism, such as the ones advocated by Pacific literary theorists, reveals the 

ways in which authors craft a sense of the culture within the story.  In essence, cultural 

criticism looks at how culture was used to create meaning in the symbols and the sense of 

realism in the story.  By using both types of criticism to examine a piece of literature, we 

are better able to see how language and culture are melded in such a way to make a 

compelling and realistic story.   

Implications for scholars: Multicultural Children’s Literature 

This study represents one more voice in the literature about multicultural 

children’s literature.  In that regard, this study demonstrated that one benefit of 

multicultural stories is that it highlights the unique sense of reality that each culture 

possesses.  By highlighting the teachers’ perceptions about the dynamics of Chamorro 

culture, it emphasizes that more research needs to be conducted that focuses on cultural 

values within multicultural children’s literature.     
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This study demonstrated how much work remains to be done regarding cultural 

authenticity.  By highlighting how these Chamorro teachers each had a different sense of 

what it was to be Chamorro and which books touched on that sensibility, it reiterated the 

fact that cultural authenticity cannot be reduced to a checksheet because culture is not 

linear nor is it simplistic.  For the formal children’s literature scholars, this fact means 

that more research needs to be done to determine the boundaries of what are considered 

authentic cultural experiences for the various cultural groups.  In terms of the informal 

scholar, such as the responsible literary artists, it means delving deeper into the culture 

they choose to present to not only find the physical symbols of culture but to understand 

the values that gives these manifestations meaning.   

In addition, this study demonstrates that scholars of multicultural literature must 

be vigilant observers of the culture they study.  Because changes in cultural traditions or 

values may shift the boundaries of what is considered authentic, that implies that scholars 

cannot assume that the boundaries are permanently fixed criteria.  In other words, 

because culture is dynamic, scholars must make efforts to periodically review a culture’s 

traditions and value system to determine if the boundaries of authenticity have changed.       

Another implication that is connected to this idea of boundaries and to the concept 

of culture actually focuses on the researcher’s approach to the study.  One of the 

advantages to researchers studying their own culture is that they have intimate knowledge 

of that community and its practices.  However, this advantage can become a double-

edged sword.  Because it has been generally passed from one generation of family to the 

next through experiences, culture takes on a personal nature.  This personal perception of 



 381

culture assists the researcher in making connections between what he or she is seeing in 

the study and what he or she knows from personal experience.  However, the study may 

be in danger of becoming myopic or biased if that personal understanding of culture 

colors the way the data is viewed to the point where it reflects only what that individual 

has experienced.    

In this study, I wanted to explore the range of valid cultural experiences depicted 

in the stories.  In order to make sure I did not overlook or dismiss a response, action or 

comment that had cultural implications, I had to make sure that I had opened myself up to 

the other interpretations.  As a way to take a step back from my own sense of culture, I 

sought out anthropological studies, historical accounts, and educational materials that 

described the Chamorro people and their customs.  By immersing myself in cultural 

literature about my own community, I became simultaneously more aware of and 

desensitized to the Chamorro culture.  I learned more about the history of my people and 

what laws and social events shaped the island’s social and political structures.  I became 

more sensitive to cultural nuances, learning how even little acts or behaviors reflect 

cultural expectations and how different communities have developed different ways of 

observing a common cultural value.  The more I read about the variations in practices and 

traditions, the more I understood that I only knew a small portion of what it meant to be 

Chamorro.   

This approach of immersing oneself in cultural studies literature is just as 

important as to a researcher conducting research about his or her own community as to a 

researcher investigating an unfamiliar culture.  In the same way that an outside researcher 
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must understand the underlying attitudes and beliefs of one community in order to make 

valid assessments, the inside researcher needs to distance him or herself from the culture 

so he or she can examine the data from a fresh perspective.  This way, the researcher 

stands ready to acknowledge something that falls outside the realm of what he or she has 

experienced but still have that intimate knowledge of the workings of the community to 

recognize an anomaly as being culturally significant.  In doing so, the researcher is better 

able to explain his or her new findings in such a way that it highlights those cultural 

understandings that are so ingrained that they often go unexpressed within the 

community. 

Implications for scholars: Pacific/Chamorro Literature 

Finally, this study focuses on authenticity within one Pacific island.  In doing so, 

it adds to the field of Pacific literature by providing some examples of the common ideals 

as well as the unique features of Guam’s literature.  It also adds to the literature by 

demonstrating how children’s literature reflects the reality and relevant issues of one 

Pacific community.  In addition, it demonstrates that there is more research to be done.  

For example, Pacific literature would benefit greatly from more literary analysis 

as proposed by Hereniko and Schwartz (1999) or Marsh (1999).  A culturally-based 

criticism ensures that an interpretation of a story is based in the ideology of that 

community and allows for the reader to think about how culture influences its members’ 

behaviors in much the same way that traditional literary criticism encourages that person 

to think about society’s influence on people’s actions.  Thus, more research that focuses 

on the relationship between Pacific cultures and literature will help to further define 
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Pacific literature as well as help to develop measures of authenticity and literary quality 

for each Pacific island group.   

Chamorro literature as an area of scholarship remains in its emergent stage and 

this study is a small contribution to this field of research.  While this study looked at 

connections of Chamorro teachers to stories that were set in their island, there is still 

much to be done regarding this cultural group’s responses with literature.  For example, 

this study was limited to the responses of Chamorro teachers and, as noted earlier, 

cultural values and expectations change over time and generations.  Thus, one area of 

further investigation would be to extend this type of study to include the responses of 

Chamorro children.  This research would provide insights into how the culture has 

evolved between the childhoods of these teachers and that of their students.  

Another avenue for further research comes directly from some of the teachers in 

this study.  A few of the teachers wanted to know if I had shared these stories with 

members of the manamko’ or mañaina.  While it seemed like the teachers wanted to 

know how closely their interpretations reflected the traditional Chamorro culture, I 

realized that a comparative study would be a valuable contribution to the understanding 

of cultural authenticity within Chamorro literature.  The juxtaposition of responses by 

Chamorros who grew up in a postwar Chamorro society against those from the traditional 

prewar society could provide some comparisons that could be helpful in separating out 

the expected cultural manifestations for different eras of Chamorro history in Guam or 

highlight possible enduring representations of Chamorro culture.  
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Conclusion 

  Cultural authenticity is a complex issue and this study captured a small portion of 

that complexity.  First, the teachers’ connections to culture highlighted some of the 

“commonplaces” (Diakiw, 1997) of the Chamorro culture found within the set of books 

in this study.  In doing so, it demonstrated how the uniqueness of one culture cannot be 

sufficiently captured by another neighboring culture, a fact that emphasizes the need for 

culturally specific stories (Bishop, 2003).  Next, it helped to shed some light on the 

relationship between cultural elements in a story and the culture’s system of values and 

how these two influence the meaning that a reader finds within the story.  Finally, it 

provided an example of how cultural authenticity is not a single representation but rather 

encompasses a variety of valid portrayals.  In the end, this study emphasizes the fact that 

we need to reorient some of our approach to the idea of cultural authenticity.   

We, scholars of children’s literature, have somehow developed a sense of linear 

thinking with regard to cultural authenticity.   For example, we often explain authenticity 

in terms of how well the author was able to capture the nuances of the culture or how 

well a story captures what members of that community feel to be true.  In my own 

personal experience, I have translated this idea of “nuance of culture” to mean that the 

story captures specific expressions of culture or presents images of the different cultural 

traditions.  Similarly, articles that warn against stereotypical images seem to project the 

idea that authentic is an either/or situation.  The representation is either right or it is 

wrong.   As I mentioned earlier, this same mentality translates into the publishing and 

republishing of one image or character type it becomes a generic or stereotypical 
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expression of the community.  If culture is so dynamic and rich, then our approach to 

explaining cultural authenticity should embrace that diversity.    

Over the course of this study, my understanding of cultural authenticity grew 

from thoughts about being able to identify unique representations of culture into an 

awareness that subtle differences or gradations of culture exist and that true 

representations of culture encompass those differences.  The idea of gradations reinforces 

the idea that authenticity cannot be an “either/or” situation but rather should be viewed as 

an array of valid portrayals and scenarios that are bounded by the culture’s system of 

values.   In order to break away from this linear thinking, we should not be asking 

whether or not a portrayal is right or wrong, we need to ask “where do the boundaries of 

authenticity lie for this culture?”  and “what does this culture’s ideology tell us about 

their reality?”  By approaching authenticity from this perspective, we begin to realize that 

authenticity is not just about recognizing an accurate image but rather is about 

understanding how cultural elements and cultural values are melded into authentic or true 

meanings through the written word or by an artistic rendering.  When we begin to take 

that perspective, then we will be in a better position to demonstrate how multicultural 

literature shows the universal human experience by highlighting one culture’s reality 

(Bishop, 2003).    
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APPENDIX A: INFORMED CONSENT FOR PARTICIPANTS  

 
Participant’s Consent Form 

 
Chamorro Teachers Responding to Realistic Fiction Children’s Books Set in Guam and 

the Mariana Islands 
 
I AM BEING ASKED TO READ THE FOLLOWING MATERIAL TO ENSURE 
THAT I AM INFORMED OF THE NATURE OF THIS RESEARCH STUDY AND OF 
HOW I WILL PARTICIPATE IN IT, IF I CONSENT TO DO SO.  SIGNING THIS 
FORM WILL INDICATE THAT I HAVE BEEN SO INFORMED AND THAT I GIVE 
MY CONSENT.  FEDERAL REGULATIONS REQUIRE WRITTEN INFORMED 
CONSENT PRIOR TO PARTICIPATION IN THIS RESEARCH STUDY SO THAT I 
CAN KNOW THE NATURE AND RISKS OF MY PARTICIPATION AND CAN 
DECIDE TO PARTICIPATE OR NOT PARTICIPATE IN A FREE AND INFORMED 
MANNER. 
 
PURPOSE 
I am being invited to participate voluntarily in the above titled research project.  The 
purpose of this project is to explore Chamorro teachers’ perceptions of the portrayal of 
culture and island life within children’s contemporary realistic fiction books that are set 
on Guam or the Mariana Islands. 
 
SELECTION CRITERIA 
I am being invited to participate because I meet the following criteria:  

•Chamorro Ancestry  
•Teacher 
•Person having a range of experiences living within the Mariana Islands 

 
PROCEDURES 
If I agree to participate, I will be asked to consent to the following:  

• My written reflections and illustrations (original will be returned to me) to be photocopied 
and used in the research study. 

• Taping of my participation in small group and whole group discussions of literature books 
for use in this research study. 

• Taping of my interview for use in this research study if I should be one of the 4 to 6 
participants selected for further study. 

 
RISKS 
While the level of risk for this study is minimal, I understand there could be risks related 
to disagreements about major cultural values and individuals feeling that his/her 
perspectives are not shared by others within the culture. 
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BENEFITS 
Potential participant benefits include (a) participants will gain a familiarization with 
authors and titles of children’s books set in the Mariana Islands and (b) participants will 
assist in the understanding how cultural portrayals help establish or detract from the 
credibility of a realistic fiction story.  
 
CONFIDENTIALITY 
A pseudonym will be assigned to each individual who consents to participate in this study 
in order to ensure a level of confidentiality.  All report documents will refer to the 
participants only by this pseudonym. 
 
PARTICIPATION COSTS & COMPENSATION 
The participation costs involved in this study is the time spent reading the books 
presented to the participant, writing comments or reflections about the story and the time 
spent with the Principal Investigator during the interview.  In addition, no compensation 
will be received for my participation in this study. 
 
CONTACTS 
I can obtain further information from the principal investigator Monique Storie (Ph.D. 
candidate) at (671) 735-2162.  If I have questions concerning my rights as a research 
subject, I may call the University of Arizona Human Subjects Committee office at (520) 
626-6721 or the University of Guam Committee on Human Subjects (via the Senior Vice 
President’s office) at (671) 735-2994. 
 
AUTHORIZATION 
BEFORE GIVING MY CONSENT BY SIGNING THIS FORM, THE METHODS, 
INCONVENIENCES, RISKS AND BENEFITS HAVE BEEN EXPLAINED TO ME 
AND MY QUESTIONS HAVE BEEN ANSWERED.  I MAY ASK QUESTIONS AT 
ANY TIME AND I AM FREE TO WITHDRAW FROM THE PROJECT AT ANY 
TIME WITHOUT CAUSING BAD FEELINGS.  MY PARTICIPATION IN THIS 
PROJECT MAY BE ENDED BY THE INVESTIGATOR FOR REASONS THAT 
WOULD BE EXPLAINED.  NEW INFORMATION DEVELOPED DURING THE 
COURSE OF THIS STUDY WHICH MAY AFFECT MY WILLINGNESS TO 
CONTINUE IN THIS RESEARCH PROJECT WILL BE GIVEN TO ME AS IT 
BECOMES AVAILABLE.  THIS CONSENT FORM WILL BE FILED IN AN AREA 
DESIGNATED BY THE HUMAN SUBJECTS COMMITTEE WITH ACCESS 
RESTRICTED TO THE PRINCIPAL INVESTIGATOR, MONIQUE STORIE OR 
AUTHORIZED REPRESENTATIVE OF THE LANGUAGE, READING AND 
CULTURE DEPARTMENT.  I DO NOT GIVE UP ANY OF MY LEGAL RIGHTS BY 
SIGNING THIS FORM.  A COPY OF THIS SIGNED CONSENT FORM WILL BE 
GIVEN TO ME. 
 
 



 388

_________________________________               ___________________________ 
Participant’s Signature                            Date 
 
 
INVESTIGATOR'S AFFIDAVIT  
I have carefully explained to the participant the nature of the above project. I hereby 
certify that to the best of my knowledge the person who is signing this consent form 
understands clearly the nature, demands, benefits, and risks involved in his/her 
participation and his/her signature is legally valid. A medical problem or language or 
educational barrier has not precluded this understanding.  
  
_______________________________                    ___________________________ 
Signature of Investigator       Date 
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APPENDIX B: INFORMED CONSENT FOR PARTICIPANTS FROM 
PROFESSIONAL DEVELOPMENT CLASS 

 
 
 

Participant’s Consent Form 
 
Chamorro Teachers Responding to Realistic Fiction Children’s Books Set in Guam and 
the Mariana Islands 
 
I AM BEING ASKED TO READ THE FOLLOWING MATERIAL TO ENSURE 
THAT I AM INFORMED OF THE NATURE OF THIS RESEARCH STUDY AND OF 
HOW I WILL PARTICIPATE IN IT, IF I CONSENT TO DO SO.  SIGNING THIS 
FORM WILL INDICATE THAT I HAVE BEEN SO INFORMED AND THAT I GIVE 
MY CONSENT.  FEDERAL REGULATIONS REQUIRE WRITTEN INFORMED 
CONSENT PRIOR TO PARTICIPATION IN THIS RESEARCH STUDY SO THAT I 
CAN KNOW THE NATURE AND RISKS OF MY PARTICIPATION AND CAN 
DECIDE TO PARTICIPATE OR NOT PARTICIPATE IN A FREE AND INFORMED 
MANNER. 
 
PURPOSE 
I am being invited to participate voluntarily in the above titled research project.  The 
purpose of this project is to explore Chamorro teachers’ perceptions of the portrayal of 
culture and island life within children’s contemporary realistic fiction books that are set 
on Guam or the Mariana Islands. 
 
SELECTION CRITERIA 
I am being invited to participate because I meet the following criteria:  
Chamorro Ancestry  
Teacher 
Person having a range of experiences living within the Mariana Islands 
 
PROCEDURES 
If I agree to participate, I will be asked to consent to the following:  

• My written reflections and all class assignments to be photocopied (original will 
be returned to me) and used in the research study. 

• My exit cards to be photocopied and used in the research study. 
• Taping of my participation in small group and whole group discussions of 

literature books for use in this research study. 
• Interview with Principal Investigator after the course has been completed for 4 to 

6 participants. 
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• Taping of my interview for use in this research study if I should be one of the 4 to 
6 participants selected for further study. 

 
 
RISKS 
As a participant in this study, I will not be asked to participate in activities outside the 
normal classroom experiences or events for a course of this nature.  While the level of 
risk for this study is minimal, I understand there could be risks related to disagreements 
about major cultural values and individuals feeling that his/her perspectives are not 
shared by others within the culture. 
 
BENEFITS 
Potential participant benefits include (a) participants will gain a familiarization with 
authors and titles of children’s books set in the Mariana Islands and (b) participants will 
assist in the understanding how cultural portrayals help establish or detract from the 
credibility of a realistic fiction story.  
 
CONFIDENTIALITY 
To ensure confidentiality of individuals who have chosen to participate in this study, a 
proxy will collect all consent forms so that the researcher will not know who has agreed 
to participate and who has declined participation until after the course has ended and all 
grades have been submitted.  In addition, a pseudonym will be assigned to each 
individual who consents to participate in this study in order to ensure a level of 
confidentiality. 
 
ALTERNATIVES 
If I choose not to participate in the research aspect of this project, I understand that I will 
still be expected to do all the classroom experiences and activities; however, my data will 
not be used in the preparation of the research report. 
 
PARTICIPATION COSTS & COMPENSATION 
Participation in the study will not add to normal time and project requirements for those 
participating in the course except for the 4-6 individuals who agree to participate in a one 
(1) hour interview following the end of the course.  In addition, no compensation will be 
received for my participation in this study. 
 
CONTACTS 
I can obtain further information from the principal investigator Monique Storie (Ph.D. 
candidate) at (671) 735-2162.  If I have questions concerning my rights as a research 
subject, I may call the University of Arizona Human Subjects Committee office at (520) 
626-6721 or the University of Guam Committee on Human Subjects (via the Senior Vice 
President’s office) at (671) 735-2994. 
 
AUTHORIZATION 
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BEFORE GIVING MY CONSENT BY SIGNING THIS FORM, THE METHODS, 
INCONVENIENCES, RISKS AND BENEFITS HAVE BEEN EXPLAINED TO ME 
AND MY QUESTIONS HAVE BEEN ANSWERED.  I MAY ASK QUESTIONS AT 
ANY TIME AND I AM FREE TO WITHDRAW FROM THE PROJECT AT ANY 
TIME WITHOUT CAUSING BAD FEELINGS.  MY PARTICIPATION IN THIS 
PROJECT MAY BE ENDED BY THE INVESTIGATOR FOR REASONS THAT 
WOULD BE EXPLAINED.  NEW INFORMATION DEVELOPED DURING THE 
COURSE OF THIS STUDY WHICH MAY AFFECT MY WILLINGNESS TO 
CONTINUE IN THIS RESEARCH PROJECT WILL BE GIVEN TO ME AS IT 
BECOMES AVAILABLE.  THIS CONSENT FORM WILL BE FILED IN AN AREA 
DESIGNATED BY THE HUMAN SUBJECTS COMMITTEE WITH ACCESS 
RESTRICTED TO THE PRINCIPAL INVESTIGATOR, MONIQUE STORIE OR 
AUTHORIZED REPRESENTATIVE OF THE LANGUAGE, READING AND 
CULTURE DEPARTMENT.  I DO NOT GIVE UP ANY OF MY LEGAL RIGHTS BY 
SIGNING THIS FORM.  A COPY OF THIS SIGNED CONSENT FORM WILL BE 
GIVEN TO ME. 
 
 
_________________________________               _____________________________ 
Participant’s Signature                            Date 
 
 
INVESTIGATOR'S AFFIDAVIT  
I have carefully explained to the participant the nature of the above project. I hereby 
certify that to the best of my knowledge the person who is signing this consent form 
understands clearly the nature, demands, benefits, and risks involved in his/her 
participation and his/her signature is legally valid. A medical problem or language or 
educational barrier has not precluded this understanding.  
  
________________________________                         ___________________________ 
Signature of Investigator       Date 
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APPENDIX C: PROFESSIONAL DEVELOPMENT COURSE SYLLABUS  
 

 
Children’s Literature Set in Guam and the Mariana Islands 
 
Instructor: Monique C. Storie 
Class days: MW 4:00-6:30pm; Sat 9am-1pm 
Office: MARC Room 105 
Office Hours: MW 3:00-4:00pm, or by appointment  
Phone: (w) 735-2162; (h) 632-7167 
Email: mstorie@guam.uog.edu 
 
Course Description:  This course invites participants to experience children’s literature by 
reading, exploring, discussing and engaging in books written for children.  It focuses on 
the reading and examination of children’s literature with an emphasis on contemporary 
literary works set in the Mariana Islands as well as on the criteria for selection and 
utilization of books with children or adolescents.  Participants will engage in scholarly 
discussion on issues related to children’s literature as a literary work and as a cultural 
product. 
 
Course Objectives: By the end of this course, participants will have: 
developed their evaluative criteria for book selection.  
learned the distinguishing features of different genres within children’s literature 
experienced how literature can be used to foster discussions about island life and social 
customs as a way to supplement or extend current classroom resources. 
experienced how literature is personally meaningful and be able to articulate personal 
connections to the books read. 
 
Course Readings: 
Professional readings related to children’s literature. 
50 + children’s books (at least 25 will be self-selected)  
Class participants will read several required chapter books and picture books.  These 
books are most likely available at local libraries or bookstores as well as available from 
the course instructor.   
 
Available resources for children’s books: 
Guam Public Library 
RFK Library’s Curriculum Resource Center 
RFT MARC Guam & Micronesia Reference Collection (** None of the books check out 
from this collection) 
Local Bookstores or Used Bookstores  
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Course Format: The primary learning intent of this course is to facilitate your exploration 
of literature for children in a way that is personally meaningful to you.  Curricular 
engagements for using literature will be experiences where we interact with books and 
each other.  This course is a survey of literature and of resource materials. 
 
 
EXPECTATIONS AND LEARNING EXPERIENCES 
Attendance and Participation 
BE HERE FOR EVERY CLASS, ON TIME, NO SLIPPING OUT EARLY! 
Participation and attendance are essential to this course.  Each person’s unique responses 
and insights help our class to reflect and grow in new ways.  This course has been 
designed as a highly experiential course involving book browsing, literature discussion 
groups and class discussions. 
Because in-class and small group discussions are essential to the learning process, you 
are expected to take an active part in these activities.  While participation styles will vary, 
arctive participation will require reading the professional articles and books for small 
group discussion as well as preparing for discussion by critically reflecting on your 
thoughts and connections about your reading.  
 
More than two absences, habitual tardiness, leaving early, or inattentiveness will affect 
your performance in this course.  If you must miss a class session, please see me as soon 
as possible to discuss your plan to keep up with the course. 
Book Browses 
You will have multiple opportunities to browse books during this course.  At times, these 
materials will be separated according to genre; other times, books that address issues of 
interest or importance to islanders may be grouped with other more popularly known 
titles as a way to expand the perspectives on an issue.  It is important that you use this 
time wisely.  Here are some strategies to get you started in the book browses:  
Do a quick browse of all the books in the room. 
Sit at one table and read the books. 
Read one book at each table and keep moving. 
Evaluation & Grading 
Self-reflection and self-evaluation are integral parts of this course. On the second day of 
the course, you will submit your initial statement of goals for this course (e.g. questions 
you currently have re: children’s literature that you wish to explore).   During the course, 
you will be turning in reflections based on your professional readings and various 
projects, reading reflections on shared literature books, and reading records for the self-
selected children’s books.  Periodically, you will also be asked to write a reflection on 
what you believe to be your areas of strength and areas in which you wish to improve.  At 
the end of the course, you will submit an overall self-evaluation reflecting on your 
learning and on the grade you have earned.  These self-evaluations will be the forum for 
you to voice your perspective on your progress and growth and on your classroom 
participation.  



 394

Your grade will be based on both your self-evaluations and my evaluation of the quality 
of your work, your classroom participation (including attendance, engagement in 
experiences, references to reading assignments in class discussions and/or reflections, 
etc) and your growth and learning.  As an instructor, I am concerned about the quality of 
work, completeness and depth of thought, and evidence of growth over the duration of 
the course. 
 
Overview of Projects 
Family Stories 
One way to understand our feelings about literature and reading is to reflect upon our 
personal histories and experiences with stories (both in print and oral) What memories do 
you have of stories, literature reading or literacy?  Did your family tell stories? Were you 
read to as a child? Do you have memories of Kantan CHamorritas? What role did story 
play in your life? Write down a favorite story that was shared in your family (it may have 
been shared orally or as a book).  If you do not recall a favorite, discover one family story 
by engaging in an informal conversation with a family elder (or member0 about you 
growing up or about your family.  After you have written your story down, contemplate 
why that story was important to you or your family.  How did you feel as you heard the 
story?  How did it eel to see it written down on paper? These family stories will be shared 
in small groups and then will be compiled into a scrapbook that will be distributed to the 
class as a way to build and enhance our sense of community. 
 
Then and Now: Favorite Book 
This project explores how our life and literary experiences influence our reading 
experiences.  You will select one book (picture or chapter book) that you recall reading as 
a child (or you recall someone reading it to you).  Prior to re-reading this book, write a 
reflection in which you discuss your memories of the book, what you remember as being 
significant about the book.  After re-reading the book, write another reflection in which 
you discuss your current reactions to the book as well as explore how the two reading 
experiences were similar and how they were different. 
 
Reflection Journal 
Reflection is an integral part to learning and you are expected to write in a journal 
regularly (at least once for each class day).  The function of the journal is to provide you 
with a personal forum to reflect, respond, analyze, question or comment informally in 
writing as well as to give us a place to dialogue about issues regarding children’s 
literature that are important to you.  In addition, the response journal gives you the 
opportunity to reflect on your experiences, share your connections and insights, 
reconsider your past beliefs, and ponder new questions about children’s literature and its 
use in the classroom.  It will also provide you with a way to gather your thoughts, to write 
down your connections and tensions with what you have read, and to formulate your 
questions and reactions as a way to prepare for literature discussions.   
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At times, I may provide formal direction to your reflection entries but most often you will 
choose the method and what themes and issues you wish to address.  Entries may take the 
form of the written work, poetry, visual diagrams, drawings (with written explanations), 
etc.  Choose a format that will allow you to best represent your thoughts and what will be 
meaningful to you.  Each entry should be at least one page typewritten.   
 
This journal is not intended to be a summary of the readings; it should record your 
thinking about what you are learning and about how what you are learning connects with 
you personally and professionally.  At the end of the course, your reflection journal will 
be turned in as part of your portfolio. 
 
Literature Response 
In addition to your reflection journal, you will be responding to children’s picture books 
and novels as a way to prepare for literature circles in class.  While I may guide your 
responses at times, most often you will choose the method and issues you wish to 
address.  Entries may take the form of the written work, poetry, visual diagrams, 
drawings (with written explanations), etc.  Choose a format that will allow you to best 
represent your thoughts and what will be meaningful to you. 
 
Reading Records 
Extensive and intensive reading of children’s books is the primary focus of this class.  I 
expect you to read a minimum of 50 books in a variety of genres and formats (picture 
books, storybooks, poetry, informational texts, chapter books, etc).  Your reading record 
must include at least 7 chapter books (I will provide at least three chapter books and ten 
picture books).  You are expected to read across genres and read books for a full range of 
ages.  Please include only those books that you would consider high quality. 
 
Record each book as you read while all the needed information is fresh in your mind (and 
at your fingertips).  Please include the following information in your record: 
Bibliographic citation:  
Brief summary of the book (including description of the illustrations) 
Format (Chapter book, Picture storybook, Concept book) 
Main topics or Subjects 
Abstract themes brought up by the book 
 
Midterm Group Project: Thematic Text Set 
Text sets stretch a learner’s thinking by offering different perspectives on an issue.  As a 
class, we will brainstorm other ways in which we might explore the theme “Sense of 
Place”.  As a midsemester project, class members will be asked to sign up for a certain 
theme. As a group, you will devise a thematic text set of approximately 6-10 titles that 
explores the theme you chose.  These annotated bibliographies will be passed out to 
others in the class as classroom resources. 
 
Book Review 
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This project pushes us to consider the literary merits of Mariana Islands literature.  Using 
your knowledge of the genres and of the culture represented as your theoretical base, you 
will write a scholarly book review of one picture storybook or chapter book for the 
Mariana Islands.  In this 5 page-review, you will concisely discusses the literary merits of 
the work, how the work follows or detracts from the characteristics of genre, as well as 
the representations of the culture in both written and graphic texts.  In essence, you are 
discussing the quality of the book as well as the appropriateness of the work for island’s 
children.   
   
 
Final Project: Children’s Book  
***This project may be done individually, pairs or trios. 
This project is to explore the process of writing and illustrating your own children’s 
book.  You will be invited to decide what type of book you would like to write (genre 
and/or storyline) for the children of the Mariana Islands.  Your accomplishments will be 
presented during our final celebration of literature. 
 
Resource Portfolio 
This purpose of this portfolio is to gather and organize all the materials from this class.  
The resource portfolio must include the following items:  
 
Table of Contents 
50 Reading Records (or more) 
Book review 
Family Stories 
Then & Now: Old Favorite 
Weekly Reflections 
Thematic Text Set 
Final Project: Children’s Book 
Final Self Reflection 
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Calendar of Events  (Tentative) 
Day Topic Required Reading Assignments Due 
2/26 Establishing a Sense of 

Place (Introduction to 
Class) 
 
Children’s Literature: 
Definitions & Purposes 
 
Ways of Reading—
Reader Response 

 Introduction Sheet 
 
 
 

2/28 The Power of Story 
  
 
Establishing Theme:  
Sense of Place 
 

“The Power of Children’s 
Literature” (Huck) 
 
Under the Blood Red Sun 
(Salisbury) 
 

Family Stories  
 
Then & Now: 
Revisit a favorite 
story that you 
remember enjoying 
as a child 
 
3-5 Memorable 
Quotes from Under 
the Blood Red Sun 

3/2 Establishing Sense of 
Place: Traditional 
Literature & Modern 
Fantasy 

Kantan Chamorrita (Souder) 
Songs that Once Defined a 
Culture (Peck) 
 
Traditional & Modern 
Fantasy Chapter 
 
Legends of Guam  

Literature response 
on one traditional 
literature story or one 
anthology 
 
5 Reading Records 
(R.R.) 

3/5 Visual Literacy 
 
Picture Books 
 
Children’s Book 
Workshop 

Visual Literacy articles 5 R.R. (Picture 
Books) ***BRING 
IN BOOKS  
Reflections on 
Professional Articles 
 
Bring in book ideas 
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3/7 A Sense of Place: Today  
 
A Sense of Place: Non-
Fiction 
 
 
 
 
 
 
 
Establishing Midterm 
groups 

Fiction v. Non-Fiction 
articles 
 
Katherine Tuten-Puckett 
books 
Ronald Laguana Books 
Ancient Chamorro Society 
Territories and Nations 
Guam: A Natural History 
A History of Guam 

Environmental print 
literacy dig: What is 
your sense of place 
on our island?  Find 
evidence (symbols, 
texts, artifacts) or 
instances within your 
community shat 
shows that you 
belong here for a 
museum on Sense of 
Place. 
Lit Reflection: NF 

3/9 
 

Thematic Exploration: 
Land and Sea as Home  
 

Isa’s Avocado Tree 
Duendes Hunter 
Songs from Papa’s Island 
Dolphin, Dolphin 

Literature Responses 
on Land & Sea as 
Home Title 

3/12 Thematic Exploration: 
Family & Identity 
 
 
 
 
 
 
 
Book Workshop 

Dolphin Day 
Endless Summer 
Keeper of the Night 
Butch Goes Bananas 
Grandma’s Love 
 

Bring in Family 
memento and one 
item that reveals 
your identity. 
 
Literature Responses 
on Family & Identity 
books 
 
Children’s book 
ideas 

3/14 Thematic Exploration: 
Religion & Respect 
 
 
Book Workshop 

Praying & Feasting 
(Crumrine) 
Chamorro Moral Philosophy 
(Sellman) 
 
Fa’fa’na’gue (Onedera)  

Literature Responses 
on Religion 
 
 
Children’s Book 
ideas 

3/16 What is a good book? 
Literary Quality v. 
Personal Preference  
 
Book Workshop 

“What is a good book?” 
(Tunnel & Jacobs) 

Annotated 
Bibliographies 
 
Children’s book: 
Author Circle 
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3/19 Thematic Exploration: 
Student Derived Theme  
 
Thematic Text Set Share 

T.B.A. T.B.A. 
 
Children’s Books 
Author Circles 

3/21 Multicultural Literature:  
Windows & Mirrors 
 
Literature as Cultural 
Artifact/Cultural Agent  
(Cultural Authenticity) 

“Right to Write 
Multicultural Literature” 
(Wolf et al) 
 
“Who can tell my story” 
(Woodson) 
 
Children’s Literature as an 
Ideological Tool (Taxel) 
 
“Chamorro Family, 
Tradition & Culture” 

#11-30 Reading 
Records  
 
Bring in drafts of 
children’s books for 
discussion and 
revisions 

3/22 Taking a Second Look: 
Theme, Literary Quality 
& Cultural Authenticity 
 

During this period of time, 
participants will revisit 
various books: Discussion 
will be a critical evaluation 
of books based on the issues 
raised and discussed over 
the course of the semester 
Literature Reflection for 
each book revisited 

Second Literature 
Reflection for Books 
 
Bring in drafts of 
children’s books for 
discussion and 
revisions 

3/23 

3/28 Wrapping Up: 
Establishing Evaluation 
Criteria  
 
Mariana Island’s Sense 
of Place within 
Children’s Literature 

 Bring in all Reading 
Records 

3/30 Mariana Islands Book 
Celebration 
 
 

 Bring in Children’s 
Book for book 
browse 
(and to read aloud in 
small groups) 
 
Turn in Portfolios 
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Reading Record 
 

Genre:      Format: 
 

Author       Illustrator:  
 

Title 
 

 
Place of Publication: Publisher, Copyright Date 
 
 

 
Details of Illustration 
 
 
 
 
 

 
Summary 
 
 
 
 
 
 

 
 
Personal Response 
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Examples of Personal Response Triggers 
 
Connections: 
What did you think about the story?  
** (Instead of using the words “nice” or “cute”, choose a descriptive word that has more 
impact.  For example, use “heartwarming”, “charming” or “endearing” for one that you 
truly enjoyed; use “a page-turner”, captivating” for a book that you could not put down, 
“moving” or “heartwrenching” for a story to which you responded with strong emotions. 
 
What was your lasting impression of the story? What did the story make you think about? 
 
Does this story (or characters in the story) remind you of someone that you have 
personally encountered in your life? Who does it remind you of and why does it remind 
you of that person?   
 
Does this story remind you of an event or an experience that you have had in your life” 
What experience? What are the similarities and differences?   
 
Did you find a strong connection with one of the characters in the book? Which one and 
why?  
 
What does this story tell you about the world in which you live?   
 
Does this story (or its characters) remind you of another book, television program or 
movie? 
Which one and why? 
 
Tensions: 
What were some moments of tension that you have as a result of your reading 
experience? 
 
What did your reading prompt you to want to do in your life? 
 
Questions: 
What questions do you have about the story or about your own life as a result of your 
reading experience? 
 
What are some questions that you wished you could ask a character in the book? 
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APPENDIX D: PROMPTING QUESTIONS FOR REFLECTION JOURNALS 

 
QUESTIONS TO CONSIDER 

 
First, answer one of these questions after you have read the story: 

• What was your first impression of the book?  Did you like the story or 
not?  What was memorable about the story? 

 
• Did a character in the story remind you of someone in your own life? 

Who? What was it about that character that reminded you of this 
person? 

 
• Have you or someone you know ever had an experience that was 

similar to what was in the book?  How was it the same? What was 
different? 

 
• What are particular quotes, pictures or events within the book that you 

wanted to share with others?  What was it about those quotes and 
images that made them powerful for you? 

 
Next, answer both questions for each story: 

1) If you had to describe this book to another teacher, what would you 
say were the big ideas in the book?  E.g.Themes, issues, topics, etc.   
How could you use this book in your classroom? 
 

2) Did the story seem real to you—like it could have happened here on 
Guam?  If so, what images, plot, characters helped to convince you?  
If not, what seemed out of place or what was missing from the story 
and what do you think would have made it more convincing? 
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APPENDIX E: SAMPLE QUESTIONS FOR BOOKS 
 
ISA’S AVOCADO TREE: 
 
Please tell me about this story: 

� What was it about? 
� What was your first impression of the story? 

 
Was there a character you personally identified with? 
Who was the character you most wanted to know more aobut? 
Was there a character you felt needed to be worked on more? Who? 
 
Describe Isa for me.   
Please describe the relationship between Isa and her family—Davy, her parents, 
etc. 
 
What were the themes/main ideas presented in the story? 
 
What did you think of the illustrations? 
 Which were significant/meaningful to you? 
 Which gave you a good sense of character? 
 Which, if any, did you find problematic? 
 
Which was the most significant event for you? Why? 
 
Please discuss the author’s treatment of the typhoon. 
 Could you picture yourself in the typhoon? 
 Did it seem realistic? 
 What elements influenced your opinion? 
 
Please discuss the author’s treatment of Isa’s family. 
 What elements/details did you feel worked well in the story? 
 Which elements/relationships left you feeling you wanted more? 
 
Do you feel this book provides readers with a good idea of life on Guam? 
Families on Guam? Why? Which elementd influenced your opinion? 
 
Do you feel this book provides readers with a fair representation of a Chamorro 
family?  Why? Which elements/details in the text and the pictures influenced your 
opinion? 
  
Are there certain words/phrases/ideas that were powerful for you? Which 
ones/why? 
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Were there words/phrases/ideas that you questioned their placement in the 
book? 
 
DUENDES HUNTER 
 
Please tell me about this story: 

� What was it about? 
� What was your first impression of the story? 

 
Do you believe Little Girl was a duendes hunter? Have you ever searched for 
duendes? Do you believe in them? Did you as a little girl? 
 
What did you think of the Little Girl’s character? Nana? Kiko? 
Which character did you personally identify with?  What did that person make 
you think about? 
Was there a character you wished you had learned more about?  
 
Was there an event that you felt strongly about?  Why? 
 
What were the themes/main ideas presented in the story? 
 
This book was written for a local audience.  Do you believe this book provides 
readers with a good idea of how Guam is?  Which elements, details, events 
influenced your opinion? Which were well constructed? Which were poorly 
constructed? 
 
How would you describe the author’s treatment of the duendes in the story? The 
illustrator’s treatment of duendes in the pictures? 
 
Was the storyline appropriate/relevant for kids here on Guam? 
 
In what time frame do you think this book is set? 
What did you think of the illustrations?  Which one(s) was/were most meaningful 
or significant for you? 
Which one did you feel did not go well with the story? 
Were there any that you found problematic? Which/why? 
 
Discuss the treatment of the Chamorro culture in the book.   
What cultural icons, elements were presented in the story? 
How well were they depicted? 
What do you think needed to be improved upon? 
 
Would you recommend this story to someone looking for a book about Chamorro 
families? Life on Guam? 
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DOLPHIN DAY 
 
Please tell me about this story 

� What was it about? 
� What was your first impression of the story? 

 
What did you think about Georgie? Frankie? Little Girl? 
Describe the relationship between the cousins. 
 
What were the themes/main ideas presented in the story? 
 
Was there a character that you most identified with? Which/why? 
Which character did you most want to learn more about? 
Which character, if any, did you feel was problematic? 
 
What did you think of the illustrations? 
 Was there an illustration that caught you the most?  Which/why? 
 Which ones gave you a good sense of the character?  
 Which carried the setting well? 
 
What was the most significant event in the story? 
 
Do you feel this book provides readers with a good idea of how Guam is? Which 
elements influenced your opinion? What were the good elements? Bad? 
 
Would you classify this as a fair representation of a Chamorro family? 
What elements/events/details, if any, do you think did not do as well in portraying 
this as a Chamorro family? 
 
What elements suggested this story was set on Guam? 
 
Are there certain words/phrases/ideas that were powerful for you? Which 
ones/why? 
Were there words/phrases/ideas that you questioned their placement in the 
book? 
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KEEPER OF THE NIGHT 
 
Please tell me about this story 

� What was it about? 
� What was your first impression of the story? 

 
How would you describe the character of Isabel, Tata, Bernadette, Teresita, 
Minerva, Olivia, Mary Kelly, Frank, Roman. 
 
Talk about Isabel’s relationship with her parents; her brother and sister; her 
aunts; and her friends.  What was Isabel’s role in each of the relationship? 
 
Which characters in the book were you drawn to? Why did you like them/enjoy 
disliking them? 
Were there characters you wished you could have gotten to know better? 
Were there characters that just didn’t seem right to you?  Which/why? 
 
What was the most significant event in the book for you? Why?  What details, 
icons, elements influenced your opinion? 
 
Which event or couple of events was/were the most comfortable fr you—you felt 
like it was something you had experienced before? 
 
Comment on the author’s treatment of Malesso, the village fiesta, the cockfight, 
St Cletus. 
 
Are there certain words/phrases/ideas that were powerful for you? Which 
ones/why? Were there ones that you questioned their placement in the book? 
 
How did you react to the author’s use of names in the book.  E.g. Teresita, 
Bernadette, Minerva, Ed Guerro, Malesso, St. Cletus, Olivia Moreno, Mrs. Cruz, 
Tamuning, Tamon.   
 
 What were the themes or the main ideas presented in the story? 
 
Some reviews say this book presents readers with a good idea of how Guam is.  
Would you agree? What events or details in the book influenced your decision? 
 
Did you recognize this family as a Chamorro family as you read the story?  What 
helped you make this decision? Was it a strong or weak representation? Why? 
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SONGS OF PAPA’S ISLAND 
 
Please tell me about this story 

� What was it about? 
� What was your first impression of the story? 

 
What themes or main ideas did the story focus on? 
 
What do you think the title means? 
 
Which characters you were drawn to? Why? 
 
What were your first impressions of the stories the mother told? 
 
What did you think about the description of the island? 
 
Talk about the author’s treatment of the animals they found—geckos, frogs, one-
eyed cat, crabs, boars. 
 
Which chapter was most significant to you?  Why? 
  
Did you feel this book was written for a Guam audience? a Chamorro audience? 
Why? 
 
Did the author capture the island the way you understand it to be? Why/not? 
What details, characters, animals, setting influenced your decision? 
 
Did the author capture the Chamorro culture the way you understand it to be? 
Why/not? 
What details/characters/animals/settings influenced your decision? 
 
Are there certain words/phrases/ideas that were powerful for you? Which 
ones/why? 
Were there words/phrases/ideas that you questioned their placement in the 
book? 
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GRANDMA’S LOVE 
 
Please tell me about this story 

� What was it about? 
� What was your first impression of the story? 

 
What is the role of the narrator in this book? 
 
What themes or main ideas did the story focus on? 
 
Are there certain words/phrases/ideas that were powerful for you? Which 
ones/why? 
Were there words/phrases/ideas that you questioned their placement in the 
book? 
 
Do you believe this book is set on Guam? Why?   
Do you believe it is about a Chamorro family? Why? 
 
How does the author portray the Chamorro culture?   
Does this book present the Chamorro culture the way you understand it to be—
IOW is it about being Chamorro?  Does your opinion come from the text, the 
pictures or both? 
 
What are the cultural icons, concepts, details that are portrayed in this book?  
How do they portray the culture? What works well?  
 
Are there any that appear or seem unusual or not well placed?  Which/why?   
 
Let’s talk about the illustrations. 
Which one stands out for you? Why? 
Which one is least significant for you? Why? 
Is there anything that is missing from the illustrations or details that you wished 
had been included? 
What time period do you believe this book is set? What gives you that 
impression? 
 
Would you recommend this book to someone looking for a book about Guam?  
Why/not? 
Would you recommend this book to someone looking for a book about the 
Chamorro culture? Why/not? 
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LOLA’S JOURNEY HOME 
 
Please tell me about this story 

� What was it about? 
� What was your first impression of the story? 

 
What themes/main ideas did the story focus on? 
 
Describe Lola’s character. 
Describe Lola’s relationship with her parents, grandmother. 
Which character did you personally identified with? Who/What did that character 
make you think about? 
 
Comment on the scene at the airport, school, rosary. 
 
Which event stands out as significant for you? Why? 
 
Let’s talk about the illustrations. 
Which one stands out for you? Why? 
Which one is least significant for you? Why? 
Is there anything that is missing from the illustrations or details that you wished 
had been included? 
What time period do you believe this book is set? What gives you that 
impression? 
 
Do you believe this book is set on Guam? Why?   
 
How does the author portray the Chamorro culture?   
Does this book present the Chamorro culture the way you understand it to be—
IOW is it about being Chamorro?  Does your opinion come from the text, the 
pictures or both? 
 
What are the cultural icons, concepts, details that are portrayed in this book?  
How do they portray the culture? What works well?  
 
Are there any that appear or seem unusual or not well placed?  Which/why?   
 
Are there certain words/phrases/ideas that were powerful for you? Which 
ones/why? 
Were there words/phrases/ideas that you questioned their placement in the 
book? 
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ENDLESS SUMMER 
 
Please tell me about this story 

� What was it about? 
� What was your first impression of the story? 

 
What themes or main ideas did the story focus on? 
 
Discuss the character of Daniet, Ignacio, Francisco.  What was your opinion of 
the father son relationship (quote p. 48)  
 
Comment on the fiesta, the farm/ranch, the scenic tour, the boonie stomp, the 
spearfishing 
 
Comment on the authors use of names, placenames (Daniet Atoigui, 
Guamanian, Tata/Nana, Ipan Beach Park, J&G Construction Company).  
 
Are there certain words/phrases/ideas that were powerful for you? Which 
ones/why? 
Were there words/phrases/ideas that you questioned their placement in the 
book? 
 
Let’s talk about the illustrations. 
Which one stands out for you? Why? 
Which one is least significant for you? Why? 
Is there anything that is missing from the illustrations or details that you wished 
had been included? 
 
What time period do you believe this book is set? What gives you that 
impression? 
 
Do you believe this book is set on Guam? Why?   
Do you believe this book is about a Chamorro family? Why? 
 
How does the author portray the Chamorro culture?   
Does this book present the Chamorro culture the way you understand it to be—
IOW is it about being Chamorro?  Does your opinion come from the text, the 
pictures or both? 
 
What are the cultural icons, concepts, details that are portrayed in this book?  
How do they portray the culture? What works well?  
 
Are there any that appear or seem unusual or not well placed?   
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